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ABSTRACT 
An abstract of the thesis of Steven Fredolph Roberts for 
the Master of Arts in TESOL presented May 25, 1994. 
Title: The Mediation of U.S. American Culture in the 
ESL Classroom 
The concept of cultural mediation is one that all 
ESL teachers must deal with as an inherent part of their 
employment. Yet, relatively little of the current 
literature has examined how teachers actually perceive 
this aspect of their work once they have left the teacher 
preparation program behind. This question provided the 
main rationale for the present study. 
The current study, an adaptation of DeFoe (1986), 
examined the mediation of U.S. American culture in the ESL 
classroom by means of a written survey of 42 teachers from 
ten community colleges, both in the Portland/Vancouver 
metropolitan area and from around the state of Oregon. 
The four research questions of the present study 
sought to find a relationship between four independent 
variables--the kind of ESL that is taught, overseas 
exposure, cultural self-characterization, and explicit 
instruction in intercultural communication theory and 
practice--and how ESL teachers perceive their roles as 
2 
each of these concern the four dependent variables of the 
study: being an example, explaining U.S. American culture, 
teaching interculturally, and listening and helping as a 
friend. 
A non-parametric Kruskal-Wallis analysis of the data 
revealed that none of the research questions achieved 
statistical significance. However, some of the findings 
did suggest several interesting relationships. 
The variable of cultural self-characterization did 
approach significance in relation to the dependent 
variable of explaining American culture. This, in connec-
tion with some of the findings for the respondent 
demographic data, appeared to indicate for this group of 
teachers that cultural self-perception may have exercised 
an influence on their explain of American culture. 
Second, intercultural communication theory and prac-
tice exposure seemed more of an aid to the respondents of 
this study in teaching about culture specific issues, as 
opposed to teaching about culture general issues. This 
would appear to raise a question as to how easily the 
theory and practice learned in the intercultural 
communication classroom translates to the ESL context. 
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CHAPTER I 
INTRODUCTION 
The field of teaching English to speakers of other 
languages (TESOL) has always had an inherent intercultural 
dimension to it, one implied by its very name. However, 
the interrelationship between this component and what 
actually takes place in the ESL classroom remains a rela-
tively neglected area (Darnen, 1987; DeFoe, 1986). 
The intercultural situation, usually in the overseas 
context (and to a lesser extent, perhaps, in the ESL 
classroom itself), constitutes the arena in which the 
ESL/EFL teacher, or any other cross-cultural sojourner for 
that matter, often comes face-to-face with two concepts. 
The first involves the teacher as cultural role model. 
The second involves the teacher grappling, perhaps for the 
first time, with what exactly it means to grown up in a 
particular cultural background, and just how pervasive 
such an influence remains. These two concepts, impressed 
upon the researcher by the experience of two years teach-
ing English in Japan, planted the seed that has now germi-
nated into the present study. 
Regarding the issue of culture in the ESL classroom, 
the majority of the literature on the subject has dealt 
largely with ideals: How the subject should be addressed. 
Relatively little has examined what actually takes place 
once the ESL teacher leaves the teacher preparation pro-
gram behind and steps into the classroom. How is the 
cultural element really addressed in the ESL classroom? 
How do the teachers actually perceive that element and 
their role regarding it? This latter question provided 
the underlying rationale for the present study. 
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DeFoe (1986) provided the pattern for the adaptation 
which constitutes the current study. Her study, an ethno-
graphic analysis of a series of interviews with 36 teach-
ers at a Vancouver B.C. community college, examined each 
teacher's perception of their roles as mediators of Cana-
dian culture in the ESL classroom. 
The present study examined a similar issue, the 
mediation of U.S. American culture, through a survey of 
ESL teachers from nine Oregon community colleges and one 
Vancouver (Washington) community college, utilizing a 
direct-mail questionnaire. The researcher chose to mail 
surveys out to larger population than DeFoe (1986) exam-
ined to order to increase the potential for more general-
izable results which might provide helpful insights for 
teacher preparation programs of the future. 
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VARIABLES OF THE STUDY 
DeFoe (1986) proposed four variables in her study, 
which she termed "variables of cultural dimension": 1) 
Being an example; 2) Explaining and Interpreting culture; 
3) Teaching interculturally; and 4) Listening and helping-
Being a friend. For the purposes of the present study, 
these have become the following: 1) Being an example; 2) 
Explaining American culture; 3) Teaching interculturally; 
and 4) Listening and helping as a friend. 
The first variable, "Being an example", involves the 
perception, on both the teacher's and students' part, of 
the teacher as a role model of American culture. "Ex-
plaining American culture", the second variable of the 
current study, describes both how and to what degree the 
teacher perceived and addressed student questions as they 
pertained directly to specific aspects of American cul-
ture, a "culture-specific" approach to the subject (Gudyk-
unst, Ting-Toomey, and Wiseman, 1991). 
The third variable, "Teaching interculturally" in-
volved how the teacher both perceived and dealt with the 
cross-cultural aspects from a "culture-general" standpoint 
(Gudykunst, Ting-Toomey, and Wiseman, 1991). The above 
three dimensions necessarily involve what occurs during 
the "public aspects of the ESL teacher's work" (DeFoe, 
1886, p.57), generally in front of a class of students. 
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The final cultural dimension of "Listening and help-
ing as a friend" referred to the level of teacher-student 
friendship that the respondents noted. As such, it neces-
sarily involves more of an individual and private aspect 
when compared with the other variables, one usually limit-
ed to a personal context between teacher and student 
(DeFoe, 1986). 
RESEARCH QUESTIONS 
The following constitute the research questions, and 
their alternative hypotheses, for the current study: 
1) Does a relationship exist between the kind of ESL 
that is taught and ESL teachers' perception of their roles 
as they relate to the four variables of the study? 
H1 : A systematic relationship does exist between the kind 
of ESL that is taught and ESL teachers' perception of 
their roles as they relate to the four variables of 
the study. 
2) Does a relationship exist between overseas teaching 
experience and ESL teachers' perception of their roles as 
they relate to the four variables of the study? 
H1 : A systematic relationship does exist between overseas 
teaching experience and ESL teachers' perception of 
their roles as they relate to the four variables of 
the study. 
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3) Does a relationship exist between cultural self-
characterization and ESL teachers' perception of their 
roles as they relate to the four variables of the study? 
H1 : A systematic relationship does exist between cultural 
self-characterization and ESL teachers' perception of 
their roles as they relate to the four variables of 
the study. 
4) Does a relationship exist between explicit instruc-
tion in intercultural communication theory and practice 
and ESL teachers' perception of their roles as they relate 
to the four variables of the study? 
H1 : A systematic relationship does exist between explicit 
instruction in intercultural communication theory and 
practice and ESL teachers' perception of their roles 
as they relate to the four variables of the study. 
DEFINITION OF TERMS 
Certain of the above terms require definition for the 
purposes of the current study, such as "cultural media-
tion, 11 "U.S. American culture," "kind of ESL, 11 "overseas 
teaching experience," "cultural self-characterization," 
"explicit instruction in intercultural communication 
theory and practice," and finally, "ESL teacher's percep-
tion of their roles as they relate to the four variables 
of the study." The definitions of these five areas will 
involve the following: 
Cultural Mediation 
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This term will refer to the active transmission of 
specific aspects of a given culture and their inter-
pretation (Grant, 1977), as well as the general 
aspects of culture acquisition, to cross-cultural so-
journers within a given culture by one acting as a 
facilitator, or "guide" (Brislin, 1981; Taft, 1981), 
with the ultimate goal as one of helping the sojourn-
er to function in a productive, culturally-aware 
manner within the host culture. 
U.S. American Culture 
The definition for the present study of this term 
will include those values, behaviors, and ideals 
generally embraced by white middle class society, 
qualities held and agreed to (at least during a 
majority of the time and to some degree or another) 
by the majority of the citizens of the United States 
(Althen, 1988). 
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Kind of ESL Taught 
Vocational ESL. This represents the ESL which is 
usually taught to non-native English speakers in 
relation to an occupation of some kind. This differs 
from the general and academic varieties in that the 
focus is on the job-specific structures and vocabu-
lary of semi-skilled, skilled, or para-professional 
occupations the students receive training for, as op-
posed to purely professional positions. (Mathie, 
1988) 
General ESL. Generally, this represents the most 
common approach to the teaching of English, striving 
to address the language needed for all arenas of 
life. This type of ESL, as taught in adult basic 
education programs at the community college level, 
often incorporates a structural or situational cur-
riculum, with a focus on the syntax and vocabulary of 
everyday life. (Mathie, 1988) 
Academic ESL. This involves English instruction aimed 
at non-native speakers of English which focuses on 
preparing students for entrance into native-English-
speaking higher education (often meaning, among other 
things, the attaining of an appropriate score on the 
Test of English as a Foreign language, or TOEFL). As 
such, the structural/formal and vocabulary components 
involve more complexity than either of the other two 
kinds of ESL. 
Overseas Experience 
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This term refers to the previous experience the 
subject has had teaching and/or sojourning for an 
extended period of time in a culture (or cultures) 
different from that of the United States. Such an 
experience, the present study assumes, would have 
subjected the respondents to a first-hand, subjective 
probing of their cultural self-identities, and how 
their native culture has flavored their perceptions, 
behaviors and patterns of communication. This cate-
gory also assumes on the part of such respondents an 
attendant personal familiarity with the experience 
of culture-shock and the myriad of inward, emotion-
ally-charged experiences that accompany any gaining 
of a measure of cultural self-awareness (Hoopes and 
Pusch, 1979). 
Cultural Self-Characterization 
This refers to how the respondents view themselves 
culturally. The three groupings which follow show 
the subdivisions for this quality: 
a. Monocultural: The respondent can interact with 
with proficiency in a single culture. 
b. Bicultural: The respondent can interact with 
proficiency in two cultures. 
c. Citizen of the World: The respondent can 
interact with proficiency in three or more cul-
tures. 
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It must be noted that, for the purposes of the pres-
ent study, the above categories for cultural self-
characterization did not allow for any measurement 
beyond the subjective indications of the respondents. 
Intercultural Communication Theory and Practice Exposure 
This aspect refers to any study of intercultural 
theory and practice the respondent has undertaken, 
either formally by means of university or workshop 
course work, or informally by means of personal 
study. The focus here involves the outward learning 
(as opposed to the inward, subjective internalization 
fostered by first- hand cross-cultural experience) of 
those techniques and abilities that would enable a 
person to learn another culture (as opposed to learn-
ing about another culture), develop the ability to 
experience life as part of that culture from its 
particular world-viewpoint, and operate comfortably 
and effectively within it (Hoopes and Pusch, 1979). 
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The four variables of the study relating to ESL teachers' 
perceptions of their role 
The ways the respondent ESL teachers viewed their own 
function in the following arenas {further explored in 
the literature review} : 
1) Being an example of U.S. American culture; 
2) Explaining aspects of U.S. American culture; 
3) Teaching interculturally the general issues of 
culture; and 
4} Listening and helping--being a friend to the stu-
dents they teach and how that is manifested. 
CHAPTER II 
REVIEW OF THE LITERATURE 
The Teacher's Role 
The role of the teacher in the classroom represents a 
subject on which many have had much to say. Finocchiaro 
(1974b) proposes that " ... the teacher is the most impor-
tant single factor in the teaching-learning process. 
There can be no question that given students, it is what 
we teachers do ... which will determine their growth toward 
conununication" (p. 99). Setting aside the interplay of 
personality and motivation within the individual language 
student, her point remains well taken. While some ap-
proaches to language learning, such as Outreach Learning 
(a method in which students control their own learning, 
working interactively with members of a local native-
speaking language community, and using the classroom as a 
base from which to operate), minimize the teacher's role 
to that of consultant (Celce-Murcia, 1991), it remains 
difficult to envision language learning without a teacher 
of some kind, either directly or indirectly. Consequent-
ly, whatever role, or roles, a teacher chooses to embrace 
will exercise a direct shaping influence on the subsequent 
choices that teacher will make in regard to the activi-
ties, techniques, and learning experiences that best 
foster the learning process {Richards, 1990). 
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In regard to teachers in general, though, what is 
meant when the term "role" is mentioned? If it means the 
learned actions performed in an interactive situation by a 
person, actions which conform in some way to some form of 
patterned sequence (Sarbin, 1954), then clearly all teach-
ers occupy a role (or roles) of some kind toward those 
they teach. Furthermore, the perception of these roles 
can involve three perspectives, or frames of reference: 
the societal, the personal, and the environmental (Grant, 
1977). The first deals with the perception of the tea-
cher's role as held by administrators, colleagues, stu-
dents and the public at large. The second perspective 
involves the teacher's own views and beliefs as to what 
his or her role should be. Finally, the particular work 
setting exercises its own influence on the role of the 
teacher. 
The roles ascribed in the literature to teachers in 
general vary quite widely. For example, if one sought to 
complete the phrase, "A teacher's role consists of ... ," a 
plethora of terms would be avail themselves. A listing of 
them {by no means inclusive) would include: social engi-
neer, fountain-of-truth, judge and prosecutor, authorized 
dispenser of knowledge, actor, and policeman, {McArthur, 
1984, pp. 276-283); to moral/political agent (Judd, 1984); 
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needs analyst and materials developer (Richards, 1990); 
educator, counselor, guide, friend, and model-to-be-emu-
lated (Finocchiaro, 1974b); gardener, midwife, shaper and 
provisioner (Fenstermacher and Sottis, 1986); school/ 
community liaison, and professional (Grant, 1977); lan-
guage advocate, student of culture, and culture educator 
(Enright and Mccloskey, 1988). 
However, in regard to the teaching of ESL, the roles 
most commonly associated with teachers in the field con-
sist of the following: exemplar of the language, personi-
fier and translator of the host culture, facilitator of 
learning, friend, counselor and support (Darnen, 1987; 
DeFoe, 1986). According to DeFoe, these latter roles have 
come to the fore as the field of ESL has eased away from 
models and theories based solely along linguistic lines to 
embrace a wider concern for the sociolinguistic competen-
cies required of the learner. 
Grant (1977) goes a bit further in his description of 
the teacher's role. He observes that, while education 
remains much more a determined factor in human culture, to 
a certain extent it also works as a determining factor as 
well (p. 104). As a result, Grant proposes that, in the 
public school systems of a pluralistic society such as the 
United States, the most important role for teachers to 
understand and carry out concerns that of "mediator of 
culture" (p.105), defined by Grant as one who both "trans-
mits knowledge of a culture and interprets the knowledge 
being transmitted" (p. 103). This, in effect, posits a 
model of cultural mediation in which the one taught be-
comes a passive receptor of instruction, rather than an 
actor in the process. 
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Brislin (1981) expands on this, referring to the cul-
tural mediator as one who, because of the multicultural 
orientation he or she has achieved, stands ready and able 
to perform as a guide for the person facing the challenges 
of long-term life in the mediator's culture. Taft (1981) 
takes this position even further, who defines the cultural 
mediator as one who, to a certain degree, becomes a bicul-
tural facilitator of intercultural communication, under-
standing, and action, capable of participating in both 
host and sojourner cultures. 
Such roles as the above-mentioned can have either 
positive or negative connotations, depending on one's par-
ticular point of view. For example, in the roles of 
teacher/exemplar of the language and personifier/transl-
ator of the host culture mentioned by DeFoe (1986), the 
potential exists for the monocultural ESL teacher to work 
as a force for assimilation in the classroom (Tollefson, 
1985; Judd, 1984; McArthur, 1984; Grant, 1977), with a 
possible negative impact on the cultural identity of the 
student and potential encouragement of ethnocentrism. 
From a positive standpoint, however, the above roles have 
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also given ESL teachers the potential to play an integral 
part in the orientation of their students to life in a new 
culture (Byrd, 1988; Bell, 1983; Disman, 1981). 
How does the role of mediator of culture impact the 
field of ESL teaching? As a mediator, the teacher stands 
in a position not only to promote an atmosphere which 
encourages the development of empathy, but also the cre-
ation of a "third culture" within the classroom that 
allows his or her students to explore the various issues 
involved in the cross-cultural situation (Damen, 1987). 
DeFoe (1986) found that the impact of the ESL teacher's 
mediating role manifested itself in four role dimensions -
for the respondents she interviewed for her study. These 
dimensions involved the following: the teacher as cultural 
example, the teacher as explainer and interpreter of cul-
ture, the teacher as intercultural educator, and the 
teacher as listener and helper--as friend--of his or her 
ESL students. This chapter will investigate what the 
current literature has to say about each of these. 
The Issue of Culture 
The writer of Ecclesiastes observed that there exists 
" ... nothing new under the sun" as far as human affairs are 
concerned (Ecclesiastes 1:9, New American Standard Bible). 
If one assumes this. as the case, then the cross-cultural 
issue in education may not necessarily constitute as 
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contemporary a concern as the casual onlooker might think. 
In fact, the phenomenon has proved as old as human commu-
nication (Darnen, 1987). Evidence of a cross-cultural 
element within higher education goes back, at the very 
least, to the opening of the University of Taxila by 
Emperor Asoka the Great of India (273-232 B.C.). This 
institution became a major international educational 
center that drew "international students" from as far away 
as Asia Minor, and required all graduates to travel abroad 
at the end of their studies (Furnham and Bochner, 1982). 
Of course, the question arises as to what exactly the 
term "culture" means. Traditionally the province, and the 
unifying concept, of the field of anthropology, "culture" 
has also received attention from such diverse fields as 
linguistics, sociology, psychology, and communication, 
which have all undertaken to arrive at their own defini-
tions of the term (Darnen, 1987). In fact, some have 
suggested that at least one hundred definitions exist for 
the concept (Gudykunst and Kim, 1992). As a result, a 
complete accounting of the subject lies beyond the scope 
of the present study. However, some discussion of the 
concept would be appropriate at this point. 
One view that still persists in some quarters refers 
to culture as a result of the so-called "finer things in 
life," such as a night at the symphony, opera, or theater, 
coupled with (one might also assume) fine dining, excel-
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lent table manners and knowing the right tailor (Seelye, 
1984; Krasnick, 1982; Lafayette, 1978). Another view 
holds that culture refers to geography, history, politics, 
and societal customs and norms, the list of behaviors that 
a visitor must understand, and do, to function in another 
country (Mestenhauser, 1988b; Seelye; Krasnick; Lafayette, 
1978). Both perspectives illustrate what one might term a 
narrow definition of culture (Seelye), a definition quite 
concrete in its perspective. However, when viewed ab-
stractly, culture can also refer to that enormously broad, 
particularly human medium which encompasses every detail 
of expression, thought, movement, and problem-solving 
{Seelye, 1984; Hall, 1976), areas involving the forms and 
patterns of living learned and communally-held within a 
given society (Darnen, 1987), the subtlety of which cannot 
be overlooked (Elson, 1981). 
Functionally, culture would appear to have two as-
pects. First, it interposes a filter between the people 
of a society and the world, including other societies. 
This influences what a given people may perceive and what 
they may overlook, providing an element of structure to 
their world-view and protecting them from an overload of 
information (Gudykunst and Kim, 1991; Hall, 1976). This 
effect would appear similar to what the weak view of the 
Sapir-Whorf suggests in regard to language and perception 
{Condon and Yousef, 1975), that each influences the other, 
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but does not absolutely determine the other. A second 
aspect of culture involves its action as a potent means of 
maintaining and strengthening a given society through the 
propagation of value and belief systems {Casmir, 1991). 
Culture in ESL Teaching 
There exists widespread agreement as to the inter-
twined nature of culture and language {Robinson, 1991; 
Cargill, 1987; Darnen, 1987; DeFoe, 1986; Li, 1982; Savil-
le-Troike, 1976). Indeed, these two concepts, coupled 
with the concept of communication, form the bedrock on 
which the modern practice of teaching English as a second 
or foreign language stands (Darnen) . Anyone seeking to 
acquire a second language usually must, to a certain 
extent as well, acquire a second culture (Brown, 1987; 
Darnen, 1987). Byrd (1988) has proposed that, because of 
the restricted nature a second language learner generally 
has of a given second language, the implication arises 
that the same learner will have a more limited understand-
ing of the given language's culture. 
Indeed, Saville-Troike (1976) and Darnen (1987) pro-
pose that language comprises a main ingredient of culture, 
comprising the primary means of much of its transmission. 
Hall (1976), on the other hand, appears to challenge this 
to a certain degree. by characterizing the relationship 
between a given language and its culture as a relationship 
of awkward adaptation, the former constituting a poor 
describer of the latter. How ever murky a symbiosis 
exists between language and culture, though, the fact of 
language and culture's "intertwinedness" (so to speak}, 
and the deeply complex nature of that intertwinedness, 
remains (Darnen} . 
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What remains as well is the ESL/EFL teacher's job of 
guiding his or her students to an adequate level of under-
standing of the host culture they have found themselves 
in, in all the various ways they interact with it. This, 
of course, necessitates the teaching of culture in some 
manner, whether implicitly or explicitly, specifically or 
generally. For the majority of ESL/EFL curriculums, the 
approach usually taken involves a treatment of the subject 
almost offhand in manner, with culture a largely implicit, 
hidden aspect of the stated curriculum (Darnen, 1987). 
Variables of Cultural Dimension 
In examining the teaching of culture in ESL and the 
roles ascribed to teachers in general (and ESL teachers in 
particular), DeFoe's 1986 study and the roles she examined 
form the basis of the current inquiry. Again, the roles 
she found as most commonly associated with the average 
teacher of ESL involved: teacher and exemplar of the lan-
guage, personifier and translator of the host culture, 
facilitator of learning, and friend, counselor and sup-
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port. DeFoe distilled the last three roles further into 
the following four categories, focusing on their mediating 
aspect in regard to culture: being an example, explaining 
and interpreting, teaching interculturally, and listening 
and helping--being a friend. A further distillation of 
these aspects in the present study, as mentioned previous-
ly, provides the role dimensions which follow: Being an 
example, Explaining American culture, Teaching intercul-
turally, and Listening and helping as a friend. 
Being an Example. The first of these, the ESL teacher as 
exemplar or model of American culture, would appear to the 
casual observer as intuitively obvious. Finocchiaro 
(1974b), as noted above, proposed exactly such a position, 
that the teacher provides a model to be emulated by his or 
her students. Yet, the question must invariably arise, "A 
model of what?" At this point, it may help to undertake 
an brief examination of the object in question: American 
culture. 
Naturally, anyone seeking to do this runs the risk of 
enormous over-generalization. In a culture as diverse as 
that of the United States, what possibility exists of 
using the term "Americans" in any useful, general way? 
Althen (1988) argues that one can probably do so, if the 
person accepts the idea that a given nationality group has 
" ... certain common experiences that result in similarities 
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among them--even if, like many Americans, they do not 
recognize those similarities themselves" (p. xiii). He 
goes on to state that, for U.S. American culture, the 
values generally held, the behaviors generally practiced, 
and the ideas subscribed to largely involve those of the 
white middle class, which has held the largest majority, 
and the most power, for the longest time in this country. 
Obviously, not all members of U.S. American culture are 
white, nor do all embrace middle class values, behaviors 
and ideas. Even so, the mainstream of these ideals re-
mains, to a very real extent, a creation of the dominant 
culture, a "mainstream" usually agreed to (though not al-
ways, and to differing degrees) by those groups which are 
not members of "middle American" (Scarcella, 1990) cul-
ture. 
With this in mind, therefore, the question still 
stands: What values, behaviors and ideas constitute the 
mainstream American ideals that society expects ESL teach-
ers (assumedly) to model? As with the myriad definitions 
of the term "culture," the answers to this question are 
just as many and varied. However, there does exist a 
general broad agreement as to certain categories. These 
would include: a high premium placed on individualism and 
a personal control over one's environment, a strong spirit 
of egalitarianism and informality, a tendency toward 
direct, solution-oriented and calculatedly-chosen action, 
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an orientation to the utilitarian compartmentalization of 
relationships, a tendency toward the avoidance of rela-
tional obligation, the view of group competition as a 
prime motivator, a future orientation equating change with 
progress, and a general belief in the goodness of humani-
ty, to name but a few (Stewart and Bennett, 1991; Scarcel-
la, 1990; Althen, 1988; Seelye, 1984). 
Explaining Culture. While the above may provide an 
indication of what the American ESL teacher ideally 
"should" supposed model, another aspect of his or her role 
as cultural mediator, as postulated in part by DeFoe 
(1986), concerns that of "explaining" American culture. 
She goes on to state that "expertise in interpreting or 
explaining aspects of ... culture is a feature that distin-
guishes between an ESL teacher and a regular English 
teacher or traditional grammarian" (p. 73). 
While this may overstate the case concerning teach-
ers, in regard to international students (or any cross-
cultural sojourner, for that matter) the fact remains that 
one of the major tasks they face, as Taft (1982) has 
noted, involves learning the distinctive attributes of the 
host culture they have to live in. As a result, they must 
explicitly learn the appropriate host culture social 
skills and knowledge in order to work and relate ef fec-
ti vely with members of the host culture (Wolfgang, 1979). 
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Byrd (1988) proposes that, since the intensive Eng-
lish programs offered by such places as institutions of 
higher learning usually constitute the arena in which 
international students first receive extensive exposure to 
American culture, it becomes imperative for the ESL teach-
er to give overt assistance to the student. This assis-
tance, she asserts, best comes in the form of the teacher 
providing to the student an understanding of, and help in 
participating in, the new culture the latter has entered, 
as well as providing a safe haven for the receiving of in-
struction in culturally new behaviors and making mistakes. 
This would appear to conform to the "cultural experi-
ence" element of language teaching as postulated by Byram, 
Esarte-Sarries, and Taylor (1991), their position empha-
sizing that language education consists of four elements: 
language learning, language awareness, cultural awareness, 
and cultural experience (p. 385). This last element, they 
hold, involves the presentation of culture-specific as-
pects of the target culture to students encouraged to 
become, in effect, ethnographers of the target culture, 
engaged on a personal level with it in order to gain an 
insider's understanding. 
At this point, however, several points of interest 
present themselves. One concern, voiced by Byram, Esarte-
Sarries, and Taylor (1991), regards the possibility that 
the outcome of any such cultural study may result in 
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international students gaining bits and pieces of largely 
decontextualized information, as opposed to a contextual-
ized whole, thus possibly denying the students further in-
sights or understanding into the new culture they have 
entered. 
Another issue Byrd (1988) views as a concern involves 
the subject of indoctrination (or at least what the inter-
national student might possibly construe as such) and what 
Furnham and Bochner term "cultural chauvinism" (1982, p. 
164). This concerns the question of how much understan-
ding of the host culture, and participation within it, 
international students really require, and whether or not 
(or to what extent) they must abandon their respective 
cultures to obtain it (from the student's point of view). 
This point particularly concerns those whose primary 
interest concerns gaining and taking back "home" a body of 
knowledge from a particular field (the purpose of which 
constituted the very reason for their coming to the United 
States in the first place). 
This last point illustrates the quite common idea on 
the part of the typical international student that indi-
viduals can compartmentalize their lives, and that educa-
tional goals hold paramount importance over all other 
considerations (Mestenhauser, 1988a). Yet, in the hierar-
chy of human needs, a popularly accepted tenet holds that 
the basic needs of an individual take precedence over all 
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others before those higher up on the scale can receive 
adequate satisfaction. According to Mestenhauser, adjust-
ing to a new culture comprises one of the most basic needs 
for the international student, or any other cross-cultural 
sojourner. Failure to make this basic adjustment, to 
ignore the cross-cultural aspects, may lead to the follow-
ing problems, to name but a few: "poor starts, delays, 
social and intellectual isolation, overall performance 
lower than optimal or potential, and [a] lack of insight 
about errors, mistakes [and] problems ... " with a resultant 
ignorance of what corrective measures are necessary (p. 
175) . 
Teaching Interculturally. DeFoe (1986) offered a third 
kind of role dimension that ESL teachers exercise in the 
classroom, that of teaching interculturally. She examined 
this from the standpoint of teachers confronted by inter-
·student prejudice (the ostensible result, she proposed, of 
the students' "cultural baggage" (p. 87)) and how those 
teachers responded to it. Of the three kinds of ESL DeFoe 
gathered respondents from--general ESL, academic ESL, and 
vocational ESL--the vocational ESL teachers formed the 
largest group that recognized interstudent prejudice and 
overtly sought to address whenever it occurred by attempt-
ing to change the students' attitudes and behaviors to 
conform to Canadian cultural norms. 
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The above example of confronting specific acts of 
prejudice as they occur could well conform to what Robin-
son (1991) calls the traditionally held (and taught) view 
of "culture as knowledge," with its emphasis on the ways 
people of other cultures live their lives. This also 
exemplifies the "culture-specific" approach (Gudykunst, 
Ting-Toomey and Wiseman, 1991), which places an emphasis 
on the provision of discrete information and interactional 
guidelines for behavior as the way to teach culture. 
However, what appears favored in the more current 
literature goes beyond the empirical elements of culture 
to embrace the general factors that have a bearing upon 
communication between people of differing cultural back-
grounds. This has become known in intercultural communi-
cation circles as the "culture-general" approach (Gudy·-
kunst, Ting-Toomey and Wiseman, 1991). From the stand-
point of cultural acquisition, Robinson (1991) argues 
that, for this more adequately to take place, the cultural 
new-comer must obtain an understanding of the various ways 
in which societies create and transmit their respective 
cultures in general. 
The culture-general approach, provides the interna-
tional student, or other cross-cultural sojourner, with 
(one would assume) a less-biased framework for understand-
ing the ways in which cultural variability affects the 
communicative process, as well as a construct for inter-
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preting culture-specific elements as they reveal them-
selves. Furthermore, from a pedagogical perspective, the 
ESL teacher becomes freed from the burden of having to 
become an expert on every culture group represented by his 
or her students. Ideally, of course, becoming such an 
expert may offer educationally sound advantages; however, 
in practical terms, such a job poses very real difficul-
ties in the typically heterogeneous ESL classroom (Gudy-
kunst, Ting-Toomey and Wiseman, 1991). 
Listening and Helping as a Friend. This final role dimen-
sion proposed by DeFoe (1986), described by her respon-
dents as the teacher/student interaction most personal and 
private in nature, usually takes place outside of class 
or, quite commonly, in class through student journals. Of 
the metaphors used by the teachers in her study, DeFoe 
found a range from that of "big sister" to "social worker" 
to "friend" to "bartender." She concluded that the stu-
dents approached their teachers because the former assumed 
them trustworthy, sympathetic, and able to provide at 
least some of the help the students sought. Thus, it 
would appear that DeFoe's respondents, to some extent, 
perceived themselves as bestowed by their students with a 
counseling role, however informal. Such a position also 
finds support from Darnen (1987). 
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Yet, does counseling constitute an appropriate role 
for the ESL teacher? In its contemporary form, counseling 
remains largely a product of twentieth-century Western 
civilization {Draguns, 1989). Its nature in the inter-
cultural context assumes much more complexity than in a 
comparable monocultural situation, a situation resulting 
from many factors. For instance, the differences in val-
ues, attitudes and living styles between the sojourner's 
culture and that of the host culture account for a signif-
icant amount of the complexity involved (Walter, 1978). 
Added to these may be other factors both interperson-
al (such as the student's concern over family matters back 
in the home country), or even pathological (for example, 
mental illness on the student's part), in nature. Thus, 
the challenge becomes one of discerning and assessing the 
true cause of the international student's problem (Althen 
and Thomas, 1989). Ostensibly because of this complexity, 
the American Psychological Association recommendation at 
its conference in 1973 that the " ... counseling of persons 
of culturally diverse backgrounds by persons not trained 
to work with such groups should be regarded as unethical." 
(Walter, 1978, p. 165). 
However, if one could interpret counseling generical-
ly as another term for interpersonal communication helpful 
to someone else (Draguns, 1989), and if empathy of some 
form forms a key ingredient (Broome, 1991; Walter, 1978), 
then the perceptions of DeFoe's (1986) respondents men-
tioned above would indeed have a measure of legitimacy. 
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Because of the sizable cross-cultural stress they 
typically undergo in the university academic arena, inter-
national students form a high risk group within the United 
States, one that must cope somehow with the stresses it 
experiences in order to achieve success, both academically 
and in the area of emotional adjustment. Individuals 
within this group often exhibit a tendency to restrict the 
conduct of their affairs to a social field composed pri-
marily of those persons instrumental to the student's 
coping strategy (Walter, 1978). Among them, perhaps more 
often than not, is the ESL instructor (Althen, 1989; 
Darnen, 1987). Thus, it would appear that the typical ESL 
teacher will continue to find him or herself placed in a 
counseling role by one or more of their students, a posi-
tion that, ethical or not, will require some type of 
response. 
Conclusion 
In seeking to define how culture impacts the teaching 
of ESL, DeFoe (1986) looked at four dimensions of the ESL 
teacher's role from the standpoint of the teachers them-
selves. 
However, while there is much in the literature con-
cerning these four roles as ESL teachers theoretically 
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should play them in the classroom, along with the cultural 
dimensions of those roles, very little avails itself 
beyond DeFoe (1986) concerning how exactly ESL teachers 
{Canadian teachers, in DeFoe's case) perceive themselves 
as mediators of culture in the classroom. Thus, the need 
exists for a study investigating the perceptions of U.S. 
American teachers in the f ield--those who are in the 
arena, whose blood is mixed with the sawdust (so to 
speak)--to get their thoughts on the subject of culture 
mediation in the classroom. The present study is an at-




The design of this study was that of a survey focus-
ing on ESL teachers at the community college level--their 
attitudes and opinions on culture and its mediation, along 
with general characteristics ,of the respondents. 
SUBJECTS 
The subjects for the study came from ten Oregon 
community colleges. The respondents consisted of communi-
ty college ESL teachers who were currently teaching adults 
(defined for the purposes of the study as non-native 
speakers over the age of eighteen) . Furthermore, the 
respondents chosen for the study identified the U.S. 
American culture as their first culture. 
The gathering of subjects for the study took several 
steps. First, a culling of the 1993 ORTESOL Membership 
Directory and Handbook provided a list of the state's 
conununity colleges, fourteen schools in all, and a phone 
call to each school provided the names of the ESL coordi-
nators, head teachers or ESL department heads (a position 
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that will be referred to hereafter in the current study as 
the ESL coordinator) . In turn, the ESL coordinators 
contacted the subject respondents, who mailed their re-
sponses either directly to the researcher or by way of the 
coordinator. These procedures are detailed further in the 
Procedures section under Data Collection. 
PROCEDURES 
The Instrument 
The current study, as mentioned in the introduction, 
is an adaptation of DeFoe (1986), a study based on ethno-
graphic interviews of 27 ESL teachers of a Vancouver, 
B.C., community college. The statements concerning the 
areas of Being an Example, Explaining and Interpreting, 
Teaching Interculturally, and Listening and Helping (Being 
a Friend), which DeFoe's respondents gave in response to 
her interviews, became the basis for the statements on the 
present instrument. These four areas became the variables 
of the present study, with the exception that the category 
"Explaining and Interpreting" became "Explaining," to 
remove any double-barreled implications that may have 
arisen. 
The instrument for the present study consisted of a 
questionnaire 78 statements in length (see Appendix A), 
the majority of which came from the comments that DeFoe's 
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(1986) teacher respondents made for each of the variables 
of cultural dimension. This involved rewording each 
comment into statement form, then giving it a four-point 
Likert scale to indicate the subject's degree of agree-
ment. The survey included other statements drawn from the 
literature review, such as, for example, statement 41 of 
the survey concerning general principles of culture learn-
ing, and statement 48 concerning cultural relativism. 
Other statements drawn from the literature review involved 
numbers 32, 45, and 55. 
The following categories comprised the first 58 
statements, as taken from DeFoe (1986): "Culture in the 
ESL Classroom" (statements 1 through 10), "Being an Exam-
ple" {statements 11 through 21), "Explaining American 
Culture" {statements 22 through 31), "Teaching Intercul-
turally" (statements 32 through 49}, and "Listening and 
Helping as a Friend" (statements 50 through 58). The 
inclusion of the first category, even though not part of 
the variables of cultural dimension for the present study, 
allowed for some examination of the attitudes of the 
respondents in regard to culture in general. 
Demographic questions comprised the remaining por-
tion of the survey, involving twenty questions covering 
the following areas: age, gender, years of ESL teaching 
experience, scholastic level of teaching, the kind of ESL 
taught, the place taught, educational background, overseas 
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teaching experience, first language, other languages 
spoken fluently, type of students taught, cultural self-
characterization, visible minority membership, intercul-
tural communication theory/practice background, perceived 
effectiveness of that intercultural background, and self-
characterized first culture. 
Pilot Study 
As for the actual procedures to be followed, the 
first step was to conduct a pilot test of the question-
naire to address any flaws in the instrument. This test 
took on several phases. First, the questionnaire was 
submitted to twenty-eight members of an Applied Linguis-
tics Research Design class at Portland State University. 
The goal of this phase was to obtain a detailed critique 
of the instrument's format, and this was successfully 
accomplished. The instrument's wording was tightened, and 
the double-barreled nature of the section termed "Explain-
ing and Interpreting" was reworked to simply "Explaining." 
A five-point Likert scale also replaced the four-
point one. The majority of the Research Design respon-
dents complained of feeling overly constrained at having 
only four choices, which in effect only allowed them to 
indicate either Yes or No. As a result, to avoid a possi-
ble situation in which respondents might not choose to 
mark their preference at all out of perceived feelings of 
coercion, the researcher chose to add a fifth Likert 
option to allow for a neutral choice on the respondents' 
part. 
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Using the more refined instrument, the "second phase" 
began, involving ten teachers from several schools in the 
Portland metropolitan area (two four-year schools and two 
conununity colleges} as subjects. Contacted by phone, the 
ESL department heads for each of the schools agreed to ask 
their teachers to participate. Ten days later, the re-
searcher collected the completed surveys from each school. 
Twenty-one teachers in all agreed to participate in 
the pilot study by returning a completed questionnaire to 
his or her ESL department head. Of these, the researcher 
chose ten, as this number fulfilled the requirement for 
the pilot study, and, furthermore, because many of the re-
turned surveys proved unsuitable due to misunderstandings 
of the format or mistakes in answering (which resulted in 
further refining and clarification of the instrument's 
language). The ten surveys then underwent factor analysis 
at the Portland State University Statistics Laboratory. 
Factor analysis, a controversial technique according 
to Hatch and Farhady (1982), is generally used to investi-
gate whether any prevailing, underlying patterns could be 
found in the data. The goal of the approach is to recon-
struct these patterns and dissect the variance found in 
the scores by means of the correlation of those same 
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scores {scores directly observed in the data) with the 
factors inferred from the analysis {Woods, Fletcher and 
Hughes, 1986). In the field of applied linguistics, 
observe Hatch and Farhady {1982), it is a common practice 
to apply this method to the sum total of a researcher's 
data and observe the results. 
For these reasons, factor analysis became the first 
choice for statistical analysis, in order to determine two 
things from the pilot study. First of all, as mentioned 
above, would any new patterns emerge from the data? 
Secondly, how closely, if at all, would the resulting 
factor groupings match the four variables of cultural 
dimension of the survey? 
The factor analysis performed at the Statistics Lab 
did produce discrete groupings of data, though with incon-
clusive results {see Table VIII in Appendix B), insofar as 
the identification of a common theme for each group proved 
too elusive. The factor groupings of the survey state-
ments did not match the groupings for the four variables 
of cultural dimension. Rather, each FA grouping included 
items from each of the four variables. 
The lack of a common theme for the current pilot 
study data appeared to illustrate one of the major weak-
nesses, according to Babbie (1989), of factor analysis: 
factor groupings of some kind always appear, no matter 
what data are analyzed, yet the formulated groupings many 
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times possess little, if any, concrete meaning (a situa-
tion to which a variation of the computer programmer's 
phrase could well apply: "confusion in and confusion out" 
(Hatch and Farhady, 1982, p. 257)). Consequently, the 
researcher chose to investigate other means of statistical 
analysis for the present study, and abandon factor analy-
sis. 
Data Collection 
After the "dual-phase" pilot study review ("dual 
phase" in the sense that both the Applied Linguistics 
Research Design class and the actual pilot study group 
completed the questionnaire), the researcher contacted ten 
community colleges around Oregon, speaking to each ESL 
coordinator about the possibility of the school's teachers 
participating in the current study. All questions asked 
received about the nature of the questionnaire and the 
present study received as detailed an explanation as they 
desired. On the whole, the coordinators contacted for the 
study appeared quite happy to cooperate in passing on the 
surveys to the ESL teachers they worked with. Some even 
volunteered to take responsibility for collecting the sur-
veys and mailing them back to the researcher. 
The ESL teachers themselves, as with the pilot study, 
volunteered themselves by their willingness to fill out 
and return the survey. A cover letter (see Appendix C) 
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accompanied each questionnaire as a professional courtesy 
to the respondents, in order to inform them of the purpose 
of the study, the format of the questionnaire, the approx-
imate time required for completing it {approximately 20-25 
minutes, as found for the pilot study groups), the date by 
which they should return it, and a reminder to the respon-
dent that he or she should feel in no way obligated to 
participate if they did not wish to do so. 
For one school, Portland Community College, addi-
tional cover letters attended the surveys {see Appendix 
D), addressed to the "site leaders" {or head teachers) of 
the ESL programs at the nine different campuses throughout 
the metropolitan area. These cover letters provided more 
detail as to what the study and questionnaire entailed, as 
the researcher did not have the phone numbers necessary to 
make an initial contact. 
Once the respondents indicated their willingness to 
participate in the study by returning the questionnaire, 
the surveys received a second screening according to their 
cultural-self characterization. All questionnaires from 
those who checked "American culture" (i.e.- United States 
culture) qualified for the study, with the others set 
aside. Furthermore, all partially filled-out question-
naires {those with thirty percent or more of the state-
ments unanswered) did not make it into the final number. 
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The total number of questionnaires sent out to the 
ten community colleges contacted numbered 132. The pro-
gram Steps to Success, an organization that prepares 
newly-arrived refugees for the entry-level job market, 
received five because of its vocational ESL focus. By 
mistake, Oregon State University and George Fox College 
received twenty-eight surveys total. Those returned from 
these schools remained unused, since the target population 
for the current study involved community college teachers. 
The total number of surveys sent out numbered 165, but the 
total sent out to target populations schools numbered 137. 
The requisite forms of the Human Subjects committee 
for the current study were completed, and the committee's 
guidelines followed. While many of the subjects identi-
fied themselves by means of return addresses on the self-
addressed envelopes provided with the questionnaires, or 
by signing their questionnaires, all remained listed in 
the data only by number, or simply as "respondent," to 
retain their anonymity. 
Data Analysis 
The researcher performed all the data-analysis for 
the present study using the DOS Version of Systat 5.03, a 
statistical software program for personal computers. 
An examination of the response rate for the survey, 
undertaken because of the bearing this quality has on the 
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internal and external validity of any survey-driven study, 
provided results which are noted in the following chapter. 
Summary statistics provided the means for expressing both 
the results of the Demographic data and the category of 
Culture in the ESL Classroom (CEC). 
Regarding the analysis of the categories involving 
the research questions and their various alternative hy-
potheses, the "comparing means" family of statistical 
analysis (Brown, 1987) offered the most appropriate in-
strument in the form of the Kruskal-Wallis test, an exten-
sion of the Mann-Whitney U test. Like the latter, the 
Kruskal-Wallis test is non-parametric in nature, and, 
unlike other tests such as the t-test, it does not assume 
the strictness of normal distribution in the samples mea-
sured, nor the equal variance of each group, that are 
necessary to the latter test. 
The Kruskal-Wallis test assumes independence in the 
scores of samples that are randomly drawn from the given 
population being studied. What is more, this test is one 
designed for working with ordinal scale variables of three 
or more items, which fit the variables found in the pres-
ent study. Of course, this tends to make the Kruskal-
Wallis somewhat less powerful than such parametric tests 
as the t-test or ANOVA. While one of the assumptions of 
the Kruskal-Wallis proved impossible to meet (namely, the 
assumption of randomness required for a truly accurate 
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result), this test still provided the most appropriate 
instrument of analysis for the given conditions and param-
eters of the current study. 
In keeping with this, the researcher took the four 
research questions of the study and rewrote them to pro-
vide an alternative hypothesis (H1 ) for each, as shown in 
Chapter 1. A significance level of a < .05 (determined at 
the outset of the current study) allowed for a five per-
cent probability that chance explained a positive result 
for any of the research questions. That is, results for 
any aspect of the research question for the present study 
had to have a p value registering below the value of .05 
to rate any claim of significance. The four variables of 
cultural dimension, measured by means of the Likert scal-
ing in the survey instrument, assumed the ordinally-oper-
ationalized status of dependent variables. 
The independent variables consisted of the grouping 
factors illustrated by each of the research questions 
(again as found in Chapter 1), expressed as twin group-
ings in two of the cases, and as multiple groupings in the 
two other cases. Overseas experience (OVRSEAEX) and 
Intercultural communication theory exposure (ICEXPOS) 
naturally fell into a twin grouping, since a respondent 
had either had such exposure or not. The other two vari-
ables, the kind of ESL taught (TYPESL) and cultural self-
characterization (CULTCHAR), each exhibited three or more 
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possibilities of response (These last two variables pro-
vided the major reasons as to why the Kruskal-Wallis test 
became the choice as the presents study's statistical 
instrument). 
In regard to the dependent variables (i.e.- Being an 
example (BE), Explaining American culture (EX), Teaching 
interculturally (TI), and Listening and helping as a 
friend (LH)), the researcher calculated the mean score for 
each category through the use of univariate statistical 
analysis. The resulting values, listed as new variables 
in the data set, became the dependent variables for the 
Kruskal-Wallis test, with the independent variables taken 





In the course of gathering data, the researcher sent 
out 160 questionnaires to various schools in Oregon. Of 
these, 62 respondents returned the survey, for a 38.75 
percent total return rate. Of the 62 surveys returned, 
eight proved unusable because of incomplete answering on 
the respondents' part, or because of their indication in 
the survey that they did not consider American culture as 
their first culture. 
This left a total of 54 surveys technically suitable. 
However, 12 of these (22.2 percent of the usable total) 
came from four-year schools. Subtracting these left 42 
surveys from community colleges (77.8 percent of the 
usable total). The researcher decided to conduct the 
current study with this community college sample, as it 
comprised the largest group within the survey, and corre-




The Demographic data offered the following insights 
into the 42 community college subjects of the study (see 
Appendix E for all tables relating to the following cate-
gories): 
Age and Gender. In regard to the overall age and gender 
distribution of the respondents, males comprised 21.43 
percent and females 76.19 percent, a ratio in which women 
outnumbered men by more than 3.5 to one (one respondent 
chose not to reveal his or her gender). Furthermore, age, 
when tabulated with gender, revealed that the greatest 
number of respondents (14.29 percent male and 40.48 per-
cent female) fell into the age grouping of 40-49 (see 
Table VIII in Appendix E) . 
The Type of ESL Taught and Teacher Gender. Tabulating the 
type of ESL taught by the respondents' gender showed that 
the overwhelming majority of teachers (57.14 percent) 
classified themselves as teachers of general ESL alone, 
with the general/academic ESL (19.05 percent) as the next 
largest grouping. Reviewing the ESL categories according 
to gender revealed that males accounted for 11.90 percent 
and females 42.24 percent concerning general ESL. For the 
general/academic ESL category, males and females consisted 
of 2.38 percent and 14.29 percent, respectively, of the 
total percentage. (see Table IX in Appendix E). 
Double Work Place. In regard to working conditions, a 
small minority, 9.52 percent, divided their time between 
two work places (see Table X in Appendix E). 
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Educational Background. The educational background for 
the survey respondents ranged from the doctoral level to 
the baccalaureate level. Four of the twelve categories 
posted double-digit percentages, as listed in the follow-
ing descending order: 21.43 percent for teachers with BA 
degrees with TESL certificates; 19.05 percent for M.A. 
TESOL degrees; 16.67 percent for those with M.A. degrees; 
and 14.29 percent for respondents with B.A. degrees alone 
{see Table XI, Appendix E). 
Overseas Experience and Other language fluency. Tabulat-
ing the respondents' overseas experience with their stated 
fluency in another language besides English revealed that 
over thirty-five percent had taught overseas, and that 
one-third considered themselves fully conversant in anoth-
er language. Yet, almost half the respondents (45.24 
percent) registered no overseas experience nor fluency in 
another language (see Table XII in Appendix E). 
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Type of Student. The possible student types ranged from 
non-native residents to international students to immi-
grant/refugees, with various mixtures of the three. The 
respondents classified fully half of the students they 
taught as a mixture of international students and immi-
grant/refugees. A mixture of non-native residents, inter-
national students and immigrant/refugees comprised the 
next 35.71 percent, with non-native residents and immi-
grant/refugees forming the remainder (see Table XIII in 
Appendix E) . 
Cultural Self-Characterization. The findings revealed a 
variety of responses for this grouping. From the three 
options offered, seven values emerged, the with the cate-
gory of Citizen of the World foremost at 42.86 percent. 
Mainstream American at 26.19 percent came next, followed 
by those claiming Biculturality at 11.90 percent. The 
rest split among those who considered themselves Main-
stream American and Citizen of the World (2.38 percent), 
Bicultural and a Citizen of the World (4.76 percent), 
Mainstream American, Bicultural, and Citizen of the World 
(2.38 percent), or Other (4.76 percent--namely "Atypical 
American" and "First generation American"). Two respon-
dents declined to answer this section (see Table XIV in 
Appendix E) . 
47 
Visible-Minority Membership and Its Self-Perceived Effect 
on ESL teaching. Five respondents, or 11.90 percent of 
the total, classified themselves as visible minority 
members. Of that number, 80 percent mentioned that this 
did have some effect upon their teaching in some way (see 
Table XV in Appendix E). 
Intercultural Study exposure. All but 11.90 percent 
(five) of the respondents mentioned that they had under-
taken some form of study in intercultural communication 
theory and practice. The majority (64.28 percent) had 
either studied the subject as part of university course 
work, or as part of the same coupled with independent 
workshops and personal study (see Table XVI in Appendix 
E) • 
Intercultural Study exposure and Whether it Helped in 
Teaching. Of those respondents who had studied intercul-
tural theory and practice in some way, 85 percent said 
that such exposure had aided their teaching, while only 
one subject claimed that it had not (see Table XVII in 
Appendix E) . 
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CULTURE IN THE ESL CLASSROOM 
The following results, marked CECla-j, refer to how 
the 42 respondents generally viewed the concept of culture 
as it related to the ESL classroom: 
Ranked Items 
CECla-CEClj involved a ranking of items as the re-
spondents present them in their ESL classes (ranking them 
from 1 as the most important to 5 as the least important). 
The items, or statements, are listed as the following: a) 
Getting along with people who are different; b) Gestures 
and body language; c) General principles of culture learn-
ing and adjustment; d) Varieties of music, sports, enter-
tainment & recreation; e) Language use; f) Styles, options 
and ranges of ways to live; g) Survival skills; h) Fitting 
into the American system and using it; i) Understanding 
the values, beliefs, and attitudes that underlie American 
culture; and j) Other (as specified by the respondent). 
An analysis of the respondent rankings for these 
items as to the number of cases recorded for each, as well 
as their mean scores, is shown in Table I. 
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TABLE I 
UNIVARIATE SUMMARY STATISTICS OF THE CASES AND MEAN SCORES 
FOR THE ITEMS CEClA THROUGH CEClJ 
CEClA CEClB CEClC CEClD CEClE 
N of Cases 25 14 20 3 36 
Mean Scores 3.080 4.286 3.600 4.667 1. 778 
CEClF CEClG CEClH CEClI CEClJ 
N of Cases 7 30 20 30 3 
Mean Scores 3.714 1. 967 3.550 3.633 2.333 
The above items, listed in descending order first 
according to their cases, provided a rough idea of the 
popularity of each item. Then, including the mean scores 
for each item, as shown in Table II below, provided an 
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The above tabulation of the mean scores and the cases 
provides a picture of the cumulative rankings of the 
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statements for CECl. While the items with the smallest 
case values had some of the larger mean scores, the re-
searcher thought that these had an off setting effect on 
each other. The one item for which this did not appear to 
be true was for CEClI, the mean of which ranked below 
CEClA and CEClH, and by the smallest of margins below 
CEClC. Because of the small margin of difference between 
CEClI and CEClC, the researcher chose to give the former a 
dual ranking with the latter in the top five items chosen 
by the respondents of the present study as to what ele-
ments of culture they present in their classes 
Of course, whether this ordering is an absolutely 
reliable reflection of observed behavior in the classroom 
is a subject beyond the realm of the current study. With 
this in mind, Table III provides a suggested rank ordering 
as a basis for future comparison. 
TABLE III 
FINAL RANK ORDERING OF ITEMS CEClA THROUGH CEClJ, FROM 
MOST FAVORED TO LEAST FAVORED 
e) Language use. 
g) Survival skills. 
a) Getting along with people who are different. 
h) Fitting into the American system and using it. 
c) General principles of culture learning and 
adjustment. 
i) Understanding the values, beliefs, and attitudes that 
underlie American culture. 
b) Gestures and body language. 
f) Styles, options and ranges of ways to live. 
j) Other (please specify: ) . 




The statements which follow recorded the respondents' 
views to statements made by DeFoe's (1986) respondents 
concerning culture in general. The percentages came from 
an analysis of the frequencies allotted to each of the Li-
kert-scaled values given to each statement in the survey 
questionnaire, values such as the following: "Always"; 
"Sometimes"; "Neutral" (i.e. No Opinion); "Seldom"; and 
"Never". 
CEC2: I consciously incorporate cultural elements into my 
lesson plans. 
The majority of the survey population responded posi-
tively to this statement, with 97.62 percent choosing 
either "Always" or "Sometimes." 
CEC3: I teach culture in class in response to something 
that has just "come up." 
This statement received the identical results from 
the respondents as CEC2 above. 
CEC4: Culture is an issue that I deal with in my teaching 
on a daily basis. 
The respondents overwhelmingly agreed that, always 
(59.52 percent) or sometimes (30.95 percent), they did 
this in their classrooms. However, 9.52 percent of them 
either did not respond or had no opinion on the matter. 
CEC5: I rarely discuss cultural issues in class. 
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A wide variety of opinion revealed itself concerning 
this item. While almost seventy-percent of the respon-
dents (69.07 percent) disagreed with the statement in some 
way ("never" being 47.62 percent and "seldom" being 21.43 
percent), 7.14 percent indicated that they had no opinion 
concerning this, and 16.67 percent chose not to put down 
any answer at all. 
CEC6: When I teach, I consciously seek to elicit reac-
tions from my students in regard to matters of American 
culture. 
For this statement, 83.34 percent agreed, split 
almost equally between "Always" or "Sometimes." However, 
14.29 percent reported having no opinion, and one respon-
dent never sought to elicit such reactions from his or her 
students. 
CEC7: I consider culture a non-issue in class. 
Those disagreeing (opting for either "seldom" (7.14 
percent) or "never" (85.71 percent)) with this statement 
greatly outnumbered those who either agreed in some way , 
or had no opinion concerning the issue 
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CECB: I try to anticipate topics that might be of cultur-
al interest to my students. 
While none disagreed with this statement, some (7.14 
percent) had no opinion. More of the respondents (54.76 
percent) always tried to anticipate cultural topics than 
those who sometimes tried to do so (38.10 percent). 
CEC9: My job is to teach American culture as well as 
teach English. 
A strong percentage (59.52 percent) of respondents 
said that they always undertook the above in their class-
rooms, while 35.71 percent sometimes did so. The remain-
ing 4.76 percent evenly split between having no opinion or 
seldom doing so. 
CEC10: I overtly teach specific culturally polite Ameri-
can behaviors to my students. 
Most of the respondents either always (52.38) or 
sometimes (33.33 percent) practiced the above statement in 
their classes. Six of the respondents (14.29 percent), 
however, registered no opinion. 
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RESEARCH QUESTION FINDINGS 
The following are the findings of the Kruskal-Wallis 
statistical analysis of the research question variables 
(the kind of ESL taught, overseas experience, cultural 
self-characterization, and intercultural communication 
theory and practice exposure) as they related to the four 
variables of intercultural dimension for the study (Being 
an example, Explaining American culture, Teaching inter-
culturally, and Listening and helping as a friend). 
To review, the researcher obtained the dependent 
variables for the Kruskal-Wallis analysis by first deter-
mining the mean scores for each of the variable groups 
through univariate statistical analysis. This created a 
set of four average (AVG) scores, referred to as BEAVG, 
EXAVG, TIAVG and LHAVG, for Being an example, Explaining 
American culture, Teaching interculturally, and Listening 
and helping, respectively. 
The Kruskal-Wallis instrument then computed these 
dependent variables with the independent demographic vari-
ables to arrive at a test score for each dependent vari-
able category, as shown in the following tables (For a 
more complete accounting of the analysis results, see 
Appendix F). 
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Kind of ESL Taught 
The first research question of the study inquired 
into the relationship between the kind of ESL that the 
respondents reported teaching in the classroom and the 
four variables of cultural dimension of the study. The 
Kruskal-Wallis results appear in the following tables. As 
the p-values demonstrate in Table IV, the hypothesis of a 
systematic relationship between the kind of ESL taught and 
the variables of cultural dimension received no support. 
(For a more complete accounting of the results, see Tables 
XVIII, XIX, XX, and XXI in Appendix F). 
TABLE IV 
KRUSKAL-WALLIS TEST RESULTS AND PROBABILITY VALUES 
CONCERNING THE RELATIONSHIP OF THE DEPENDENT 
VARIABLES TO THE INDEPENDENT VARIABLE, 







Being an example 
Kruskal-Wallis test statistic: 5.292 
Probability value: 0.259 
Explaining American culture 
Kruskal-Wallis test statistic: 1.038 
Probability value: 0.904 
Teaching interculturally 
Kruskal-Wallis test statistic: 3.838 







KRUSKAL-WALLIS TEST RESULTS AND PROBABILITY VALUES 
CONCERNING THE RELATIONSHIP OF THE DEPENDENT 
VARIABLES TO THE INDEPENDENT VARIABLE, 
"KIND OF ESL TAUGHT" 
(continued) 
Listening and helping 
Kruskal-Wallis test statistic: 2.340 
Probability value: 0.674 
Overseas Experience 
The second research question of the study sought to 
examine the relationship between the overseas experience 
of the respondents and the four cultural dimension vari-
ables of the study. Table V below provides the Kruskal-
Wallis results. Again, as the p-values demonstrate, the 
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hypothesis of a systematic relationship regarding overseas 
experience and its effect on the variables of cultural 
dimension received no support. (For a more complete 
accounting of the results, see Tables XXII, XXIII, XXIV, 
and XXV in Appendix F) . 
TABLE V 
KRUSKAL-WALLIS TEST RESULTS AND PROBABILITY VALUES 
CONCERNING THE RELATIONSHIP OF THE DEPENDENT 
VARIABLES TO THE INDEPENDENT VARIABLE, 
"OVERSEAS EXPERIENCE" 
Groups 






KRUSKAL-WALLIS TEST RESULTS AND PROBABILITY VALUES 
CONCERNING THE RELATIONSHIP OF THE DEPENDENT 
VARIABLES TO THE INDEPENDENT VARIABLE, 
"OVERSEAS EXPERIENCE" 
(continued) 
Being an example 
Kruskal-Wallis test statistic: 175.000 
Probability value: 0.469 
Explaining American culture 
Kruskal-Wallis test statistic: 196.000 
Probability value: 0.864 
Teaching interculturally 
Kruskal-Wallis test statistic: 189.000 
Probability value: 0.723 
Listening and helping 
Kruskal-Wallis test statistic: 197.500 
Probability value: 0.946 
Cultural Self-Characterization 
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Research question number three of the study examined 
the relationship between the cultural self-characteriza-
tion of the respondents and the four variables of cultural 
dimension of the study. As with the results for the 
previous research questions, all the p-values registered 
greater values than .05, thus demonstrating that the 
hypothesis of a systematic relationship between cultural 
self-characterization and the variables of cultural dimen-
sion received no support. However, the value for one of 
the variables, EXAVG (explaining American culture), did 
come relatively closer to significance, with a p value of 
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.168, than did the other variables, as shown in Table VI. 
(For a more complete accounting of the results, see Tables 
XXVI, XXVII, XXVIII, and XXIX in Appendix F). 
TABLE VI 
KRUSKAL-WALLIS TEST RESULTS AND PROBABILITY VALUES 
CONCERNING THE RELATIONSHIP OF THE DEPENDENT 





Citizen of the World 
Mainstream American I Citizen of the World 
Bicultural I Citizen of the World 
Mainstream American/Bicultural/Citizen 
of the World 
Other 
Being an example 
Kruskal-Wallis test statistic: 4.714 
Probability value: 0.581 
Explaining American culture 
Kruskal-Wallis test statistic: 9.096 
Probability value: 0.168 
Teaching interculturally 
Kruskal-Wallis test statistic: 6.524 
Probability value: 0.367 
Listening and helping 
Kruskal-Wallis test statistic: 3.031 








Intercultural Communication Theory and Practice Exposure 
The final research question of the study dealt with 
the relationship between the intercultural communication 
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theory and practice exposure experienced by the respon-
dents and the four cultural dimension variables of the 
study. As before, the following table contains the Krus-
kal-Wallis results, which again show that the hypothesis 
of a systematic relationship received no support regarding 
the particular independent variable and its effect on the 
variables of cultural dimension. The dependent variable 
of explaining American culture did come the closest to 
supporting the alternative hypothesis, relative to the 
other variables, as shown in Table VII. (For a more 
complete accounting of the results, see Tables XXX, XXXI, 
XXXII, and XXXIII in Appendix F). 
TABLE VII 
KRUSKAL-WALLIS TEST RESULTS AND PROBABILITY VALUES 
CONCERNING THE RELATIONSHIP OF THE DEPENDENT 
VARIABLES TO THE INDEPENDENT VARIABLE, 
"INTERCULTURAL COMMUNICATION THEORY 




Being an example 
Kruskal-Wallis test statistic: 80.000 
Probability value: 0.626 
Explaining American culture 
Kruskal-Wallis test statistic: 131.000 
Probability value: 0.133 
Teaching interculturally 
Kruskal-Wallis test statistic: 99.500 




KRUSKAL-WALLIS TEST RESULTS AND PROBABILITY VALUES 
CONCERNING THE RELATIONSHIP OF THE DEPENDENT 
VARIABLES TO THE INDEPENDENT VARIABLE, 
"INTERCULTURAL COMMUNICATION THEORY 
AND PRACTICE EXPOSURE" 
(continued) 
Listening and helping 
Kruskal-Wallis test statistic: 98.000 





As mentioned in the results section of the current 
study, the response rate from the ten community colleges 
contacted amounted to a fairly low 26.25 percent. From 
the general interest demonstrated by the ESL coordinators 
of each school, the researcher had anticipated a larger 
percentage of returns. 
As to why the response rate proved so low, a possible 
distinction between those teachers working full-time and 
those working part-time may offer an explanation. For the 
study, 90.48 percent mentioned that they had a single work 
place, so one might safely assume that full-time teachers 
comprised the majority of the respondents. Full-time jobs 
in the field of TESOL are few and far between, a near-
axiom particularly applicable to an urban areas such as 
Portland. Such a state of affairs may have worked to 
lessen the interest in the part-time staff in filling out 
the questionnaire, or may have made it inconvenient for 
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them to even receive one, working at several teaching jobs 
as they often do. 
Possibly related to the above, another reason for the 
lack of response may have concerned a lack of job satis-
faction among ESL teachers. One respondent wrote at the 
end of her questionnaire (after recording somewhat angry 
remarks throughout her survey), "Pardon my hostility, 
but ... after all, we're the people here doing the job. I 
don't think a questionnaire of this sort gets to the heart 
of the matter at all. Our programs don't suffer from the 
negative attitudes of ESL teachers--it's the marginali-
zation of the profession and the students that needs to be 
addressed." Such an attitude, recorded in only one ques-
tionnaire, may reflect why other teachers, feeling the 
same way, chose not to return the survey. 
Still another reason for the low response rate may 
have involved a confusion on the part of potential respon-
dents as to ambiguities in the format of the survey. One 
respondent, who did not complete the survey, wrote, "I had 
a hard time answering a lot of your questions because of 
your answer categories, & I didn't have time to reorganize 
them in my mind. Sorry for not being able to complete 
this." Another responded, "Sorry--could not complete. I 
found the questions too complex for the 'always-neutral-
never' answer format." Such comments remained uncommon 
among the varied responses received by the researcher, but 




In regard to the demographic findings for the subject 
population, not much emerged that was new, though some 
items of interest did appear. One such item involved the 
interrelationship between the reported "overseas experi-
ence" of the respondents, their claimed "other language 
fluency", and their "cultural self-categorization." A 
tabulation of both overseas experience and other language 
fluency with cultural self-characterization (see Tables 
XXXV and XXXVI in Appendix G) revealed that the majority 
of those who claimed to be citizens of the world (72.22 
percent) had not spent time abroad. Of those few who 
claimed biculturality, a minority (40.0 percent) had not 
spent time overseas, and for those who called themselves 
mainstream Americans, the majority (63.63 percent) had not 
had any overseas experience. 
Concerning other language fluency, two-thirds (66.66 
percent) of those referring to themselves as world citi-
zens did not claim fluency in another language, whereas a 
minority (40.0 percent) of those claiming biculturality 
did not see themselves as fluent and most (90.91 percent) 
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of those calling themselves mainstream Americans perceived 
themselves as not fluent. 
The above results are revealing. One might reason-
ably expect people calling themselves mainstream Americans 
to not have had overseas experience or fluency in another 
language. Likewise, one might expect a minority of those 
calling themselves bicultural to not have spent time 
overseas or be fluent in another language. However, one 
might just as reasonably expect those claiming to be 
citizens of the world to have both qualifications: over-
seas experience and other language fluency. Yet, such was 
not the case. Therefore, it may be reasonable to assume 
that such a lack of overseas experience and other language 
fluency on the part of those respondents claiming world 
citizenship casts a measure of doubt on the concept of 
"world citizenship" as the majority of the respondents 
interpreted it. 
Concerning the area of visible minority membership 
and its effect on the respondents' teaching, only a small 
percentage (11.9 percent) put themselves in this category. 
Of these, most said their visible minority status some-
times affected their teaching, whereas one stated that it 
seldom did. As a result, ESL faculty in the community 
colleges of the present study did not appear very mixed in 
regard to visible minorities in teaching positions. The 
import of this lies beyond the realm of the present study, 
though the subject remains an area deserving of further 
examination. 
CULTURE IN THE ESL CLASSROOM 
Ranked Items 
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The items ranked by the respondents as among the top 
five they promote in the classroom consisted of: 1} lan-
gu.age use, 2} survival skills, 3} getting along with 
people who are different, 4} fitting into the American 
system and using it, and 5} a near tie between general 
principles of culture learning and adjustment and under-
standing the values, beliefs, and attitudes that underlie 
American culture. 
It would appear from this ranking that the cultural 
elements presented by the respondents in their classrooms 
fall into two categories, with a heavier weight given to 
the first: those dealing more narrowly with the "concrete" 
elements (i.e.- the societal customs, norms, and behaviors 
and so forth mentioned by Mestenhauser (1988b), Seelye 
(1984), and Krasnick (1982)), and those broader elements 
encompassing human thought, expression and action proposed 
by Seelye and Hall (1976). 
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Rated statements 
The respondents' answers revealed that, on the whole, 
they either sometimes or always agreed with the statements 
that were listed for the Culture in the ESL Classroom por-
tion of the survey. As a group, they stated that they do 
consciously incorporate cultural elements into their les-
son plans, ··as well as address them as the subject just 
"comes up." Also, they tended to view the issue of cul-
ture as one requiring daily consideration, rather than as 
an item discussed sparingly or considered as a non-issue 
in class. 
Furthermore, they exhibited a marked tendency to 
elicit reactions from their students (or at least attempt 
to do so) in regard to matters of American culture, as 
well as make an effort to anticipate topics of possible 
cultural interest to their students. Finally, the respon-
dents overwhelmingly saw their job as that of teaching 
American culture as well as teaching English, including 
the overt teaching of specific culturally polite American 
behaviors. 
Darnen (1987) asserted that the majority of ESL/EFL 
curriculums usually approach the subject of culture in a 
round-about, implicit manner. However, the above results 
would appear to suggest that the respondents in the cur-
rent study consciously sought the incorporation of culture 
into their curriculurns. 
RESEARCH QUESTION FINDINGS 
For the subsequent discussion of the findings, each 
research question is addressed separately, with the re-
sults summarized, and then discussed. 
Research Question 1 
The first question of the study was the following: 
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"Is there a relationship between the kind of ESL that is 
taught and ESL teachers' perception of their roles as they 
relate to the four variables of the study?" An alterna-
tive hypothesis proposing the existence of a systematic 
relationship of some kind followed the question. 
When statistically analyzed by means of the Kruskal-
Wallis test, the p values placed well above the .05 sig-
nificance level chosen at the beginning of the study (with 
.567 as the mean). Consequently, the results upheld the 
implied null hypothesis of no relationship for each of the 
four variables of cultural dimension: being an example, 
explaining American culture, teaching interculturally, and 
listening and helping. 
The researcher expected, on the basis of DeFoe's 
(1986) study, that indications of a relationship of some 
kind would have appeared, particularly in the area of 
sensitivity to inter-student prejudice in the classroom, 
one of the principle components of the cultural dimension 
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variable, "teaching interculturally." DeFoe had found 
that a definite distinction did exist between those re-
spondents interviewed who classified themselves as Voca-
tional ESL teachers and those who did not. The vocational 
ESL teachers put a heavy emphasis on the detection of, and 
the overt confronting of, student prejudice in the class-
room, since they perceived as one of the facets of their 
job the responsibility to prepare their students to enter 
a pluralistic Canadian work force. 
Yet, the same result did not appear with the subjects 
of the current study. Several reasons might account for 
this. The most obvious is that, with only 42 respondents 
(and so few (6) classifying themselves as teachers of 
vocational ESL in some capacity), not enough of a subject 
population existed to allow for a full statistical ac-
counting of the question. Furthermore, the three cate-
gories created for measuring ESL from the beginning of the 
study--Vocational, General, and Academic--became five 
categories by its end, an unexpected outcome which may 
have acted to dilute any significant results that might 
have arisen. 
Third, vocational ESL as taught and perceived in the 
United States may differ from Canada. The review of the 
literature for the present study did not address this, so 
the above observation remains conjectural. Finally, 
population demographics and geography may also play a role 
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here, in that Canada has only one-tenth the population of 
the United States (approximately), and Vancouver remains 
the premier city on Canada's west coast, which might 
suggest a sociopolitical environment more concentrated and 
ethnically-mixed than in the United States, with a possi-
bly heightened sensitivity to the issue of prejudice. 
Concerning the negative results for the dependent 
variable categories, the over-arching reason in regard to 
Being an example, Explaining American culture, and Teach-
ing interculturally could involve a possible perception on 
the respondents' part that the technical nature of teach-
ing the respective types of ESL (such as syntax and vocab-
ulary) has nothing to do with any of the three. As for 
Listening and helping as a friend, the issue of the kind 
of ESL taught could, in all likelihood, be irrelevant to 
any question of relationship, since friendship, as DeFoe 
(1986) noted, has its setting largely outside the class-
room. 
Research Question 2 
The second question addressed by the study concerned 
the following: "Is there a relationship between overseas 
teaching experience and ESL teachers' perception of their 
roles as they relate to the four variables of the study?" 
As with the prior question, an alternative proposing the 
existence of a systematic relationship of some kind fol-
lowed the question. 
Again, the Kruskal-Wallis test revealed p values 
greater than .05 for the four dependent variables (.751 
was the mean), and as a result, the research question 
found no confirmation with any of the variables. 
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The expected result assumed the gaining of a degree 
of sensitivity from dealing with the intense probing of 
one's cultural self-identity {Hoopes and Pusch, 1979) 
during extended overseas sojourning. This, in turn, might 
have acted to instill an increased cultural self-awareness 
on the part of those respondents who answered affirmative-
ly to having overseas experience. Thus, one could logi-
cally assume an end result of affirmative answers for 
most, if not all, counts for the research question. 
However, such did not prove the case. 
In regard to the four variables of cultural dimension 
(Being an example, Explaining American culture, Teaching 
interculturally, and Listening and helping as a friend) 
several possibilities suggest themselves that may explain 
the negative results. Concerning the variable of Being an 
example, the respondents of the present study simply may 
have not perceive themselves as the "mainstream middle 
Americans" referred to by Althen (1988) and Scarcella 
{1990), with this possible state of affairs a result of 
their cross-cultural experiences abroad or in the ESL 
classroom. 
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Concerning the next variable, Explaining American 
culture, one might have expected a result closer to the p 
value. However, again, this did not occur. As Mesten-
hauser (1988a) observed, adjusting to a new culture con-
stitutes one of the most basic needs for the international 
student, or any cross-cultural sojourner for that matter. 
One might assume that those respondents who mentioned 
having lived and worked overseas may have experienced 
similar adjustment during their respective sojourns, with 
the result an enhanced ability (perhaps more so than 
those without such experience) to explain American culture 
in ways more appropriate to the needs of their students. 
Such assumptions did not appear valid for the present 
group of respondents. This would seem to suggest that the 
benefits of overseas experience in general may be over-
stated to some degree, contradicting the contentions of 
Hoopes and Pusch (1979) that the trials and pressures of 
living in another culture can have a profound influence on 
cultural self-awareness. However, an examination of the 
exact nature of the respondents' overseas experience, and 
the depth and breadth of its influence upon the respon-
dents' cultural self-identity, may account for the appar-
ent contradiction mentioned above. This, of course, is 
another area deserving of attention that lies beyond the 
realm of the present study. 
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In regard to the variable Teaching interculturally, 
one possibility for the high p value found may involve the 
issue of prejudice noted by DeFoe (1986). In the current 
study, the respondents did not appear to have seen this as 
a factor. From the some of their comments, reasons for 
this may range from prejudice truly not appearing in the 
classroom ("Actually, I almost never see this ... " or "I 
haven't had to deal with this."), to the presupposition 
that prejudice does not exist in the classroom ("No preju-
dice exists in [a] small class."). Overseas experience 
what may account for this in some way by doing little to 
foster an awareness of prejudice, though with all the 
ethnic strife in the world today, this would seem unlike-
ly. 
Another possibility that might explain the results of 
this variable in regard to overseas experience may include 
the culture-specific/culture-general distinction put 
forward by Gudykunst, Ting-Toomey and Wiseman (1991). 
Hoopes and Pusch (1979) have argued that the nature of 
extended overseas living, with its attendant culture shock 
and myriad other adjustments, subjects sojourners to an 
intensive, introspective, emotionally-charged probing of 
their cultural self-identities. Assuming this, then the 
process of any subsequent cultural self-awareness that 
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might develop could presumably encourage a culture-specif-
ic approach to cross-cultural issues. Given the ordinary 
person in the midst of a cross-cultural crisis, it may 
thus stand to reason that his or her natural impulse would 
involve compartmentalizing the situation and finding the 
specific behavioral input needed that moment to "fix" the 
problem (an American trait, according to Stewart and Ben-
nett, 1991). 
Concerning the relationship between overseas experi-
ence and the final dependent variable, Listening and 
helping as a friend, a person might expect that the expe-
rience of extended living abroad, with its emotional ups 
and downs, would act to foster a certain measure of empa-
thy within a person for others in similar circumstances. 
If one may assume such a result, this empathy (necessary 
(Broome, 1991; Walter, 1978) to the kind of interpersonal 
conununication that is of help to someone else (Draguns, 
1989)), would appear integral to the "counselling" that 
DeFoe's (1986) respondents referred to as part of the 
teacher/student interaction they experienced. 
However, this did not seem apparent in the responses 
of the subjects of the current study. One reason which 
may account for this might involve the basic values and 
attitudes of mainstream American culture: the individual-
ism, the utilitarian attitude toward relationships, the 
avoidance of social obligation (and so on) noted by Stew-
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art and Bennett (1991), Althen (1988}, and others. This 
might explain the measure of ambivalence some respondents 
appeared to have to the idea of "counseling." One, com-
menting as to whether it is appropriate for teachers to be 
approached by students seeking counsel not directly relat-
ed to their studies, stated that "students will do this--
It depends on the teacher and the situation whether or not 
the teacher responds." 
In regard to the content of any actual counselling 
that should done, whether it is appropriate for the teach-
er to be actively involved in counseling a student on any 
study-unrelated matter, another respondent wrote, ."This is 
tricky territory--it is best for the teacher to refer the 
student to appropriate services." Other comments were, 
"It depends on the teacher's expertise--again, it is 
better to refer" and "I feel totally unqualified to help 
in personal counseling. I would try, however, to help the 
person find help." Opinions such as these appeared fairly 
indicative of the majority's thoughts on the subject. 
Research Question 3 
Research question 3 concerned itself with how the re-
spondents characterized themselves culturally, as shown in 
the following: "Is there a relationship between cultural 
self-characterization and ESL teachers' perception of 
their roles as they relate to the four variables of the 
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study?" Again, as with the previous two questions, the 
results indicated that no such relationship existed, with 
a mean p value of 0.751, thus upholding the implied null 
hypothesis. Yet, one of the variables, Explaining Ameri-
can culture, did approach significance much more so than 
the other variables, at .168 for the p value. 
Generally, several reasons may explain the lack of 
significant results. The small overall study population 
may have played a role (with only 40 respondents for this 
particular variable). In addition, the especially low 
number of exclusively bicultural respondents (only 12.5 
percent of the total) may-have had an effect on the re-
sults. 
However, several more specific reasons suggest them-
selves as to why the results for cultural self-character-· 
ization proved negative. First, concerning the variable 
Being an example, one possibility might be the following: 
if such a large proportion of respondents classify them-
selves as either citizens of the world or a mixture of 
this and something else, then the middle American ideals 
put forth by Althen (1988) and Scarcella (1991) for the 
students to emulate from the teacher's example (Finocch-
iaro, 1974b), would necessarily not have much representa-
tion among the respondents. One, rather than use any of 
the three options, simply referred to herself as an "atyp-
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ical American." It would appear that, to varying degrees, 
the majority of the survey population held this view. 
Second, in regard to the variable Explaining American 
culture, one would think that how people view themselves 
directly colors how they view and behave toward the world. 
If the majority of the respondents saw themselves as world 
citizens, then it would be reasonable to expect less of 
the "cultural chauvinism" mentioned by Furnham and Bochner 
(1982) and more of an emphasis on Byram, Esarte-Sarries 
and Taylor's language education concepts of cultural 
awareness and experience. 
It would appear that such a relationship came close 
to significance for the current study, and this could 
perhaps indicate that the cultural self-characterization 
claimed by the respondents may indeed have had an impact 
of some kind on their actions, indicating a well-consid-
ered ideological position consciously applied to everyday 
living, as opposed to a subjective attitude of mind more 
akin to personal opinion {though one respondent stated, 
"Would anyone really have the audacity to categorize [him 
or herself] as a 'citizen of the world?' ... ). 
If, however, people tend to compartmentalize their 
lives, as Mestenhauser (1988a) attributes to international 
students and Stewart and Bennett (1991) attribute to 
Americans, then the respondents' views of their cultural 
self-identification (whether conviction or opinion) might 
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occupy one compartment, daily living another and work 
still another. This position could perhaps explain the 
negative results for the variables Teaching intercultur-
ally and Listening and helping as a friend. However, the 
questions of conviction versus opinion, and the way each 
influences behavior in the arena of cultural mediation, 
again constitute issues that, though deserving of more 
investigation, lie beyond the bounds of the present study. 
Research Question 4 
The final research question dealt with intercultural 
conununication theory and practice, stated as follows: "Is 
there a relationship between explicit instruction in 
intercultural communication theory and practice and ESL 
teachers' perception of their roles as they relate to the 
four variables of the study?" As with the previous ques-
tions, the results indicated that no relationship existed 
between the variable of intercultural communication theory 
and practice and any of the four variables of the current 
study. The p values for three of the four variables--
Being an example, Teaching interculturally, and Listening 
and helping as a friend--all had a mean greater than .600. 
The variable Explaining American culture, on the other 
hand, exhibited a value much closer to significance than 
the other variables, at .133. 
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In regard to the first variable, Being an example, 
the culturally specific nature of American values, behav-
iors and ideals (Stewart and Bennett, 1991; Scarcella, 
1990; Althen, 1988) may offer one reason for the negative 
result found, as the specific characteristics generally 
attributed to any given culture may not lend themselves 
well to a more theoretical, culture general approach. 
In regard to the variables Explaining American cul-
ture and Teaching interculturally, an examination of them 
together may offer some insights. Ordinarily, one would 
think that the explaining of a given culture would in-
volving the explanation of things culturally specific 
(Taft, 1982; Wolfgang, 1979), in this case meaning specif-
ic to American culture. As a consequence, one could 
reasonably expect that this item would not demonstrate any 
significant results. Likewise, one might reasonably 
expect that the latter variable (Teaching interculturally) 
would show the opposite quality, since such an approach 
typically addresses that which goes beyond the specifics 
of culture to encompass its generalities: its framework, 
its transmission, and its creation (Gudykunst, Ting-Toomey 
and Wiseman, 1991; Robinson, 1991; McLeod, 1976). 
However, the variable Explaining American culture 
came the closest (relatively) to significance and TIAVG 
proved the least significant of the dependent variables in 
connection with the independent variable of Intercultural 
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communication theory and practice exposure. This would 
appear to indicate that the respondents seemed to view 
such exposure as more of an aid to teaching about culture 
specific issues (the Explaining portion) than teaching 
about culture general ones (the Teaching interculturally 
portion), the exact opposite of what one might reasonably 
have expected. 
This observation, as a result, gives rise to the 
following questions: Does the theory and practice learned 
in the intercultural communication classroom really trans-
late into such in the ESL classroom? If this is not the 
case, then why not? Such an issue, though deserving of 
serious attention, lies beyond the scope of the current 
study. 
Concerning the lack of significance noted for the 
final variable of cultural dimension, Listening and help-
ing as a friend, the often private nature of this item 
(DeFoe, 1986) may work to militate against any significant 
result appearing. ESL instructors are among those people 
within the typical international or non-native student's 
circle whose roles are instrumental in the latter's strat-
egies for coping with the pressures of American culture 
(Althen, 1988; Darnen, 1987; Walter, 1978). 
In such a role, non-native students may approach 
their ESL instructors first when they have a problem of 
some kind, ranging from how to cope with conflict to 
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perhaps even how to "party" American-style (Althen, 1988). 
It may stand to reason, therefore, that situations such as 
these constitute occasions in which the student, perhaps 
more often than not, seeks some form of practical, cul-
turally specific counsel or aid from the instructor, as 
opposed to culturally general counsel or aid. 
LIMITATIONS 
Population Size· and Random Sampling 
Several limitations arose within the present study, 
limitations of some significance. The two most glaring 
involved the small survey population and the lack of 
proper random sampling. Both of these exercised a direct 
effect upon the generalizability of the present study's 
findings, the latter item particularly affecting the 
results of the Kruskal-Wallis test itself, which held 
random sampling as one of its main assumptions (an assump-
tion which proved impossible to meet). As a result, any 
description of general tendencies that arose from the 
present study must of necessity restrict itself to that 
segment of ESL teachers who volunteered their question-
naires. 
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Survey Instrument Ambiguity 
Another limitation of the current study concerned a 
measure of ambiguity in the wording of some of the state-
ments in the instrument itself. This became quite clear 
from the comments of several of the respondents, who ex-
pressed concern in particular over the use of negatives a 
handful of the statements. This resulted in a situation 
in which understanding how to answer a statement became 
awkward at best. 
Eight of the statements exhibited such awkwardness, 
seven of which dealt directly with the variables of cul-
tural dimension for the current study. One example in-
volved statement five concerning Culture in the ESL Class-
room (i.e.- "I rarely discuss cultural issues in class."). 
According to the Likert scale used to record the respon-
dent's answer, the respondents' alternatives allowed for 
the following: Always, Sometimes, Neutral, Seldom, and 
Never. The ambiguity arose from the fact that the nega-
tive adverb "rarely" already existed within the sentence, 
making the addition of another adverb, whether positive or 
negative, grammatically tortuous. 
To remedy the situation, many respondents simply 
crossed out the offending adverb, then made their choice. 
Others chose not to record their preferences at all. 
Still others felt the need to make such comments as, 
"These answers don't make sense with this wording," or 
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"Ambiguous!" To the other seven statements--numbers 15, 
21, 27, 38, 39~ 42, and 55--which in similar ways to 
statement five incorporated negative wording, one respon-
dent wrote, "These negatives make them hard to figure out. 
Why not make all sentences positive?" Such comments were 
well taken and appreciated, though after the fact, unfor-
tunately. 
Another area of ambiguity for some of the respondents 
concerned the terminology used in the survey instrument. 
For example, some found confusing the choice of the word 
"Neutral" for the middle selection of the Likert-scale. 
One teacher wrote, "It is unclear what "neutral" means. 
Does it mean 'no opinion?' More than 'seldom?' Less than 
'sometimes?'" The researcher did indeed mean it to refer 
to "no opinion," and stating this at the beginning of the 
survey would have made the issue more clear. Another sub-
ject, when faced with the term "American culture" on the 
final page of the survey, responded with the question, 
"What is it?" However, on the whole, the majority of the 
respondents voiced few problems with the terminology as 
they found it in the instrument. 
Reliability of the Instrument 
Because reliability rates high in importance in the 
formulation of a testing instrument (Hatch and Farhady, 
1982), the researcher took steps to measure this quality. 
Three methods exist to estimate the reliability of any 
given test: the test/retest method; the parallel test 
method, and the internal consistency method. Since the 
first two offered little practicality for the current 
study, the researcher chose the third. 
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Of the internal consistency methods, the Kuder-Rich-
ardson formula 21 offered the most practical method for 
the purposes of the present study, since it did not call 
for the calculation of the variances of the true scores 
and the score errors. Rather, the only items required for 
the Kuder-Richardson 21 include the number of items on the 
test itself, the mean of the scores on the test, and the 
variance of test scores, items easily available from the 
univariate statistical analysis of the data set for the 
current study. 
The formula calculated the reliability of the instru-
ment to a value of .18, a low number considering that 
values approaching 1 generally indicate higher reliabili-
ty. As a result, this would appear to indicate that the 
instrument of the present study lacks this quality. 
However, this raises a further question as to whether 
reliability tests such as the Kuder-Richardson 21, de-
signed for evaluating instruments testing objective data, 
can appropriately evaluate tests measuring the subjective 
opinion of a population of respondents. 
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IMPLICATIONS FOR TEACHING 
The present study suggests several implications for 
teaching, the first concerning teacher hiring. While none 
of the research questions attained statistically signif i-
cant results, some items found appeared to indicate that 
cultural self-characterization constitutes a factor in the 
explaining of American culture, and may provide a legiti-
mate area for discussion for employers regarding potential 
teachers. 
The second implication concerns the teacher develop-
ment program. Again, while no statistically significant 
evidence offered itself proving a link between intercul-
tural conununication theory and practice exposure and 
explaining American culture, the respondents of the cur-
rent study did appear to perceive some benefit from such 
exposure. Thus, a continued, or increased, emphasis on 
this area in teacher development programs would certainly 
appear appropriate. 
A final implication for teacher preparation is that 
an increased consideration of the subject of "culture" in 
general, and "American culture" in particular, would 
appear beneficial. A goal of such classroom consideration 
might involve making prospective teachers more overtly 
aware of the role and impact the above subjects have on 
them, and will have on their teaching. 
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IDEAS FOR FUTURE RESEARCH 
In regard to directions for future research, several 
suggest themselves. First, a replication of the current 
study, undertaken using a wider survey population (such as 
the ORTESOL membership, for example), might offer more 
generalizable results. Furthermore, a replication of this 
the current study, using as a subject population teachers 
in other cultures who teach their native language as a 
second language, might yield interesting insights and 
comparisons. 
This leads naturally to a second area for future re-
search: the development of a new survey instrument, or 
perhaps even the refinement of the current one. 
Finally, further investigation into other possible 
aspects of the ESL teacher's role, and the teacher's 
perception of those aspects, might prove useful to future 
teacher preparation programs. In connection with this, an 
inquiry into the possible differences in the job percep-
tions of full-time and part-time teacher may of fer in-
sights into the current state of ESL teaching in Oregon. 
CONCLUSION 
To conclude, it should be noted again that the cur-
rent literature on the subject of cultural mediation has 
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largely dealt with ideals--how the issue should be ad-
dressed. Relatively little has examined what actually 
takes place once the ESL teacher leaves the teacher prepa-
ration program behind, and steps into the classroom. This 
in turn provided the foundational question for the present 
study: How do teachers actually perceive cultural-media-
tion and their role regarding it? 
Adapting DeFoe's 1986 study on the mediation of 
Canadian culture in a Vancouver, B.C. community college, 
the present study examined how American community college 
teachers perceived their roles as mediators of U.S. cul-
ture. The present study adapted the four variables of 
cultural dimension DeFoe proposed and reformulated them 
into the following variables: being an example, explaining 
American culture, teaching interculturally, and listening 
and helping as a friend. These became the dependent 
variables in the statistical analysis of four independent 
variables--the type of ESL taught, overseas experience, 
cultural self-characterization, and exposure to intercul-
tural communication theory and practice--to examine what 
relationships, if any, might arise. 
To do this, the researcher created a questionnaire to 
gather, by means of Likert-valued statements, the data 
that would allow for quantitative analysis, as opposed to 
the qualitative, ethnographic format of DeFoe. A quan-
tifiable, survey-based approach appeared to offer the best 
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avenue for current study to search out insights that might 
offer more widely generalizable applicability than DeFoe, 
thereby providing a possible tool for the refinement of 
future ESL/EFL teacher preparation programs. 
The findings for the study did provide some interest-
ing directions for future research. The first concerned 
the subjects, particularly the relationship between the 
respondents' reported "overseas experience," "other-lan-
guage fluency" and "cultural self-categorization," where 
it related to those claiming to be "citizens of the world" 
{almost 43 percent of the sample). Of these, more than 72 
percent of the citizens of the world had no overseas 
experience, and two-thirds did not claim fluency in anoth-
er language. This would appear to raise questions as to 
the actual nature of "world citizenship" and the validity 
of such a claim. 
A second indication of the present study concerned 
how the respondents addressed culture in the classroom. 
The subject appeared to present the following five items 
in descending order: 1) language use, 2) survival skills, 
3) getting along with people who are different, 4) fitting 
into the American system and using it, and (in a tie) Sa) 
general principles of culture learning and adjustment, and 
Sb) understanding the values, beliefs, and attitudes that 
underlie American culture. This ordering would seem to 
suggest that the concrete, more narrowly-focused (culture 
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specific) elements of culture [the first four items, and 
Sb) take precedence over the more abstract, broadly-fo-
cused {culture general) elements (Sa) when the ESL class-
room forms the context. As a result, from a practical 
standpoint, the respondents appeared to address their stu-
dents perceived immediate needs with culturally specific 
information, relegating a cultural general approach to 
second or third place. 
In regard to the research questions, several items of 
interest surfaced. One interesting indication involved, 
again, the respondents' cultural self-characterization. 
This variable did appro~ch significance _(relatively so) in 
relation to the dependent variable explaining American 
culture, which might suggest that the cultural self-char-
acterization claimed by the respondents may involve some-
thing more substantive than previously indicated. Viewing 
as a whole the above-mentioned indications concerning the 
cultural self-characterization of the subjects {i.e.- the 
claiming of world citizenship without overseas experience 
or other language fluency) , in combination with the 
results indicated in the research question here, it would 
appear that how someone views him or herself may indeed 
tend to influence how they view, and explain, their own 
culture. 
The second finding regarding the research questions 
concerned intercultural communication theory and practice 
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exposure. The respondents appeared to view such exposure 
as more of an aid to teaching about culture specific 
issues {as revealed by the relatively near significance of 
the results in relation the dependent variable Explaining 
American culture) than teaching about culture general ones 
{as shown by the variable Teaching interculturally being 
the least significant of the independent variables for 
this particular group), the opposite of the result expect-
ed. This would seem to raise the question of how easily 
the theory and practice learned in the intercultural 
communication classroom translates to the ESL classroom 
context. 
Thus, the main point of the findings involved several 
points. It would appear that the ESL teachers of the 
study perceived their role as cultural mediators more from 
a culture specific perspective than a culture general one. 
While they appeared to agree with the principles and goals 
of contemporary thought in intercultural communication, 
their every-day classroom practice reflected a bias toward 
the culture specific over the culture general. Concerning 
a secondary point, cultural self-characterization, it 
would seem that how the respondents viewed themselves cul-
turally (and possibly by extension, their culture) did 
have an impact of some kind on their explanation of Ameri-
can culture in the ESL classroom. 
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Finally, the current study has sought to show that 
"culture," and how teachers actually perceive and account 
for it in the ESL classroom, do have a bearing on each 
other. While an analysis of the data provided no statis-
tically significant results for the research questions, 
more than enough came to the surface to warrant continued 
exploration in the areas of culture and its mediation in 
the ESL context. 
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NO'rll: For th• following que•tJona, th• ter .. ·~rtc•a• •ad •Aafertc•a 
cultur•• ~1ll r•t•r to •u. s. cJtJaen• •ad •u.1. caJtare,• rea,,.ctJveJy. 
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l> From the followinq ten itema, choose the top five <ranklnq th•• fro• 1 
[as the hiqhestJ to 5 [as the loweatJ of your choice of five) as you 
present them in your cl•••••· For any it•• not on the list, pl•••• include 
it in the "Other• cateqory at the bottom. 
Gettinq alonq with people who are different. 
Gestures and body lan9ua9e. 
General principles of culture learninq and adjuataent. 
Varieties of music, sports, entertainment ' recreation. 
~anquaqe use. 
Styles, options and ranqea of ways to live. 
Survival skills. 
F1tt1nq into the American syat•• and usinq it. 
Understandinq the values, beliefs, and attitudes that 
underlie American culture. Other <please specify: ________________________________ __ 
For the statements which follow, the f 1ve point 
scale shown below on the riqht has been chosen to 
indicate your deqr•• of aqreement or dlsaqreement. 
Please check the appropriate space to th• side of 
each statement for your anawer. 
2> I consciously incorporate cultural elements into 
ffty ! es!'o~ plana . 
3) I teach culture in claaa in response to somethinq 
that has just •co .. up." 
4) Culture 1• an laaue that I deal with in my teach-
int on a daily baais. 
5) I rarely discuss cultural issues in cl•••· 
6) ~en I teach, I consciously seek to elicit 
r1actlons fro• •Y student• in re9ard to 
matter• of Allerican culture. 
7) I conalder culture a non-laaue in cl•••· 
• u 
! -ft • • >. ~ .. 0 .... • u ., .., • 2 • ~ - > - 0 u • u c CJ'> z en z 
-----
8) r try to •nt1eipate topic• that •1qht be 
of cultural interest to •Y 1tudenta. 
9> Hy job ls to teach American culture•• 
well •s teach lnql1sh. 
lOl I overtly teach specific culturally polite 
Aaerican behaviors to •Y students. 
ll> I ••a representative of Americana in qeneral 
to my atudenta. 
l2J Aa •n ISL teacher, I have purpoaely set out to 
beco .. • cultural role model for ay students. 
:J} ! !eel •r. ~~ll9•ti~n to be •n example of Alleri-
can culture to •Y students. 
:4> r •• coafort•bl• with the idea ot belnq a role 
model of Aalerican culture. 
15> I try not to influence •Y students Ln reqard to 
Allerican culture. 
16) I try to .. k• student• •.,_re o! the ranqe of 
behavtora, cuato .. and opinlona reflected ln 
Aaerican society. 
17> I feel that beln9 •n example to my student• 
cannot be avoided. 
11> I eona1der myself • typical Allerlcan. 
l9J I actively dlacouraqe •Y atudenta fro• v1ew1nq 
•• aa a role llOCSel oe Ame~lcan culture. 
20> I •• coafortable the ld•• of bein9 a role model 
of American culture for ay atudenta. 
21> I do nQt care how •Y atudenta vlew ae •s • role 
model of Amesleaa cultaze. 
2Z> It la •Y oblltatlon aa an ISL teacher to explain 
American cultuze to •Y atudenta. 
23> An llL teacher auat be more knowled9eable about 
A8er1can culture than the aver•t• A8e~1can. 
24> I would cona1der •ra•l! l••• ethnocentric than 
th• averat• American. 
25> I plan laaaona around varloua experience• co11110n 
to 11!• 1n·A11erica 1n wtlleb caltuzal ••n•1t1v1ty 
take• precedence over lan9ua9e. 
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:6> Explaininq Anaeriean culture is a source of enjoy-
ment for me as a teacher. 
27) The cultural explalninq I do in cl••• is some-
thinq I do not try to anticipate. 
28> I consider dlspelllnq misconceptions about 
American culture as part of an ESL teacher's 
responsibilities. 
29> I draw on my family and personal life to explain 
Aaeriean cultural values for my students. 
JO> I consider myself in the claasrooa to be a bridqe, 
or link, between my students and the larqer 
Enqlish speakinq coamunity. 
Jl> I consider interpretinq American culture•• part 
of an ESL teacher's responsibilities. 
32> I use the comparison of cultural perspectives in 
class as a vehicle for teachinq lanquaqe. 
33> It concerns me to see prejudice on the part of 
my students towards each other. 
34) Students' understandinq of American culture 
results from their reflectlnq upon their own 
past experience, then co•parinq it with their 
present experience. 
JS> One emphasis of teachlnq culture in class should 
be the ehanqinq of certain student behaviors to 
conform to American nor ... 
36> I approach the subject of culture primarily by 
means of the differences between American culture 
and the culture• of the students. 
37) I act in an overtly decisive manner to deal with 
proble .. of lnter9roup prejudice that occur in 
el••• aaonq •Y atudents. 
38J When I see intercultural prejudice ••onq my 
students, I do not know how to react. 
39> Cultur• cannot be tauqht. 
40) When I see prejudice aaonq my students aimed at 
other mellbers of American society, I act in an 
overtly decisive aa.nner to deal with it. 
41) I eaphasize qeneral principle• of culture 
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42) I am not aw•r• of any intereultural prejudice 
amonq my ESL students. 
43) For me to respond in an overtly neqative m.nner 
to students' prejudice• in ela•• would be wronq, 
as it would imply judqement of their cultural 
backqround. 
44> Hy students are entitled to their prejudices. 
45) I view my students as beinq in need of orienta-
tion to life in Aaerica. 
46) It is important for an ESL teacher to have spent 
extended periods overseas. 
47) It is important for an ESL teacher to be fluent 
in another lanquaqe besides Enqlish. 
48) I view "cultural relativism• as beinq an inteqral 
part of teachinq ESL. 
49> It is appropriate for teachers to be approached 
by students seekinq counsel that is not directly 
related to their studies. 
50) Not havinq the time is a valid reason for refusing 
to meet with a student outside of cl•••· 
Sl> Not havinq expertise in a student's problem is a 
valid reason for refusinq to meet with a student 
outside of class. 
52) Not havinq the emotional enerqy is a valid reason 
for refusing to meet with a student outside of 
class. 
Sl> It is appropriate for relationships with students 
to routin•ly extend to r••l friendships outside 
of cl•••· 
54) It is appropriate !or ESL teacher• to be activ•ly 
involved in counaellln9 • student on any matter 
not directly involved with his or her studies. 
55) It is not ethical for teachers to be actively 
involved in counselllnq their students. 
56) I am coafortable refuain9 to meet with a student 
seekinq counsel that is not directly related to 
hi• or her studies. 
57) It is nec•••ary for student• aeekln9 help from 
the teacher for personal probl• .. to be referred 
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to those persons or aqenc1es seemingly better 
qualif led to help them. 
58) rt is appropriate for ESL teachers to be actively 
involved in counsellin9 a student on some matters 
not directly related to his or her studies. 
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To conclude, ple•ae fill in the demoqraphlc information below. 
59) What is your aqe group? 
( l 20-29 ( J 30-39 ( J 40-49 ( J 50-59 
60> What is your gender? 
C J Ha le C J Fe ... le 
6 ! ~ !iow '.'ftar,y ye&rs ~.ave you been ceachinq ESL? 
62> At what level are you currently teachin9 ESL? 
( l primary level 
r l secondary level 
C l post-secondary level 
( J 60-65 
63) What kind of ESL you have been primarily teachin9? 
Vocational ESL C l 
General ESL C I 
Academic ESL C J 
64> Where do you teach ESL? 
Community Colleqe C l 
University ( J 









is your educational backqround? 
Ph.D. (subject: 
f1.A.1'!SOL 
H. A. <subject: 
TESL Certificate proqraa 
Education•l te•chtnq certificate 
B.A. <subject: 
vtber <pl•••• apec:ify: 
66> Do you have over•••• teac:hlnq experience? 
C J Y•• -----------> If yea, where? 
c J No ror how lon97 
67) Is En911sh your first lanqua9e? [ ) YH C J No 
68) Oo you consider yourself fluent (i.e.- fully conversant) in any other 
lanquaqe(s) beside• Enqliah? 
C l Yes ----------> If yes, which lan9uaqe<a>? 
C I No 
69) What students do you teach? 
[ ; Non-native residents 
[ : International students 
~mmiqrants/refuqees 
~a> How would you characterize yourself culturally? 
( J Mainstream American 
Si-cultural 
Citizen of the world 
71> Are you a visible minority member? 
( I 'les ( JNo 
72> If you answered "yes" to question 70, what minority 9roup would you 
place yourself in? 
102 
73) If you answered "yes" to uue•tlu11 70, J~ }OU f~cl th~t b~inq a visible 
minority member effects the way you approach the subject of American 
culture in the ESL classroom? 
( i Always ( I Sometimes C J Neutral ( J Seldom C J Never 
74) Have you ever taken specific coursework in intereultural co .. unication 
theory and practice? 
c J Yes · r lNo 
75) If you answered "yes" to question 73, at what level waa that course-
work? 
C J University-level course. 
C J Workshop. 
C l Personal readln9 and study. 
76) Do you feel that the specific coursework in intercultural co..unication 
theory and practice which you have taken h•• helped you becoae a 
better teacher? C JYea C }No 
77) Do you consider the American culture your first culture? 
C J 'les C J No 
78) If you answered "no" to queat1on 76, what culture do you consider your 
first culture?: 




The following represent the pilot study factor analy-
sis results. Columns one through four show the groupings 
distilled the data: 
TABLE VIII 
PILOT STUDY FACTOR ANALYSIS RESULTS 
1 2 3 4 
BE12 0.943 -0.060 0.162 0.068 
BE14 0.891 0.317 0.054 -0.237 
BE20 0.884 0.073 0.003 -0.219 
BE13 0.857 -0.031 0.210 0.213 
LH59 0.728 0.179 -0.403 0.085 
BEll 0.697 0.509 -0.321 0.132 
BE18 0.674 -0.136 -0.539 0.400 
LH50 0.662 0.418 -0.532 -0.273 
EX27 0.654 -0.487 0.218 -0.089 
EX29 0.638 -0.276 0.211 0.152 
LH53 -0.631 0.184 0.333 -0.170 
BE17 0.590 0.320 -0.091 0.122 
TI47 0.563 0.504 -0.074 -0.099 
TI46 -0.548 -0.269 0.170 -0.359 
BE19 -0.501 0.459 0.424 -0.082 
LH55 0.068 0.937 -0.168 -0.035 
LH54 -0.174 0.800 0.186 -0.439 
LH52 0.215 -0.789 0.218 -0.228 
LH49 0.184 0.761 0.088 0.177 
TI44 0.131 0.716 0.256 -0.215 
TI48 0.045 0.703 0.320 0.165 
TI40 -0.246 -0.657 0.217 0.572 
TI34 -0.294 0.645 -0.325 0.001 
LH56 -0.235 -0.601 0.661 -0.266 
EX30 0.173 0.596 -0.309 0.473 
EX23 0.094 0.507 -0.064 -0.074 
TI39 -0.011 0.056 -0.809 -0.156 
LH57 -0.352 -0.097 0.767 0.288 
TI42 -0.034 -0.345 0.766 0.177 
TI45 0.317 0.114 -0.701 0.246 
EX25 -0.463 0.226 -0.673 0.197 
TI37 0.351 0.104 0.671 0.097 
BE15 0.005 0.033 0.638 -0.120 
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TABLE VIII 
PILOT STUDY FACTOR ANALYSIS RESULTS 
(continued) 
1 2 3 4 
EX26 0.482 -0.100 -0.636 -0.494 
EX28 0.109 -0.011 -0.599 0.413 
EX22 0.114 0.088 0.580 0.205 
TI43 -0.215 0.345 0.502 -0.245 
LH58 0.201 0.160 0.214 0.924 
EX31 0.027 0.027 0.088 0.088 
BE21 -0.242 0.304 0.014 -0.828 
TI32 0.311 0.287 -0.095 0.757 
TI33 -0.079 -0.425 0.092 0.672 
TI38 0.384 0.297 0.324 0.669 
BE16 -0.211 -0.060 -0.195 0.579 
TI35 -0.006 -0.151 -0.234 0.545 
LH51 0.004 0.316 -0.394 -0.435 
EX24 -0.105 -0.478 0.054 0.234 
TI36 0.374 0.155 -0.305 0.208 
TI41 -0.447 -0.194 0.475 -0.179 
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SURVEY INSTRUMENT COVER LETTER 
APPENDIX C 
Dear Colleague, 
XXXX X.X. XXxx, #X 
Portland, OR XXXXX 
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First of all, let me thank you for your willingness 
take time out of your busy schedule to look over this 
questionnaire. My name is Steve Roberts, and I am a 
graduate student in the M.A. TESOL program at Portland 
State University. This survey is the instrument for the 
Master's thesis I am currently working on in the above-
mentioned program. 
The purpose of this study is to shed more light on an 
area of ESL that has received relatively little attention 
in the past, and perhaps may be of some aid, as a conse-
quence, in the improvement of future ESL teacher prepara-
tion programs. 
The survey questions in the pages that follow seek to 
examine four differing aspects as to how ESL teachers per-
ceive their role as mediators of U.S. American culture in 
the post-secondary ESL classroom. 
If you have any comments or questions concerning any 
part of this survey, please do not hesitate to include 
them in your responses to the questions. 
Should you choose to take part in the study by fill-
ing out the questionnaire, please mail it back to the 
108 
address at the top of the page by February 15, 1994 (a 
self-addressed stamped envelope may be enclosed for that 
purpose) or return it to the ESL coordinator or ESL chair 
of your school, who will forward it on to me. However, 
you are in no way obligated to do so. You are free to not 
take part in the study if you wish. Any information you 
give will be held in the strictest confidence by myself. 
Thank you again for your time. I hope that this has 




PORTLAND COMMUNITY COLLEGE SITE-LEADER COVER LETTER 
APPENDIX D 
Dear Colleague, 
XXXX X.X. XXxx, #X 
Portland, OR XXXXX 
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You were surprised, no doubt, to find this packet in 
your mail. Please allow me to introduce myself. My name 
is Steve Roberts, and I am a graduate student in the M.A. 
TESOL program at Portland State University. Thank you for 
taking the time to read it. 
The reason for this mailing is that I am currently 
working on my thesis, entitled The mediation of American 
culture in the ESL classroom: A survey of ESL teachers' 
perceptions of four aspects of their role, which involves 
as its instrument a survey study of conununity college ESL 
teachers throughout Oregon. The reason I have chosen this 
topic is to shed more light on an area of ESL that has re-
ceived relatively little attention in the past, and one 
that we all must deal with in one way or another, namely 
the role of ESL teachers as mediators of American culture. 
As to how I obtained your name and home address, Liz 
Brunkow at the S.E. Campus gave it to me, along with the 
recommendation that I mail questionnaire packets to the 
other eight ESL site leaders of the Portland Community 
College network. So far, I have contacted and mailed such 
packets to 11 other community colleges in Oregon. Howev-
111 
er, I had not yet contacted anyone from PCC, the largest 
community college in the state. With this in mind, I have 
sent this to you. 
The statements in the questionnaires enclosed seek to 
examine four differing aspects to how ESL teachers might 
perceive their role as mediators of U.S. American culture 
in the post-secondary ESL classroom. The format chosen 
for the survey is that of a multiple-choice questionnaire, 
with five possible alternatives provided after each state-
ment to indicate the respondent's level of agreement or 
disagreement. The average time required to complete the 
survey has averaged 20-25 minutes for previous respon-
dents. 
If you could distribute the questionnaire, along with 
the enclosed self-addressed stamped envelopes, to the 
teachers under you at your campus, I would appreciate it 
greatly. My time frame for collecting all the data is by 
the end of the month, February 28, 1994. 
I must beg your pardon for "dropping" this on you 
from out of the clear blue sky as I have done. In the 
interest of saving time, I had thought it worth the risk 
to ask your cooperation in this way. However, you are in 
no way obligated to do so. You are free to not take part 
in the study if you wish. If you should have any qualms 
at all concerning this, or would like more information, 
112 
please do not hesitate to phone me at XXX-XXXX, or leave a 
message if I am unavailable. I will return your call. 








RESPONDENT AGE AS IT RELATED TO GENDER 
Gender Totals 
Ag:e GrOUQ No Answer Male Female % and {number} 
20 - 29 0% 2.38% 4.76% 7.14% ( 3) 
30 - 39 0% 0% 16.67% 16.67% ( 7) 
40 - 49 0% 14.29% 40.48% 54.77% ( 2 3) 
50 - 59 0% 2.38% 11. 90% 14.28% ( 6) 
60 - 65 0% 2.38% 2.38% 4.76% ( 2) 
No Answer 2.38% 0% 0% 2.38% { 1) 
Totals 2.38% 21. 43% 76.19% 100.00% (42) 
% and (number) ( 1) ( 9) (32) 
TABLE X 
THE TYPE OF ESL TAUGHT BY THE RESPONDENTS AS 
IT RELATED TO GENDER 
Type of ESL Gender Totals 
115 
taught No Answer Male Female % and {number} 
Vocational ESL 0% 0% 4.762% 4.762% ( 2) 
General ESL 0% 11.905% 45.238% 57.143% ( 24) 
Academic ESL 0% 2.381% 7.143% 9.524% ( 4) 
Vocational and 0% 4.762% 4.762% 9.524% ( 4) 
General ESL 
General and 2.381% 2.381% 14.285% 19.047% ( 8) 
Academic ESL 
Totals 2.381% 21. 429% 76.19% 100% (42) 
% and (number) ( 1) ( 9) (32) 
TABLE XI 
RESPONDENTS WHO INDICATED WORKING AT TWO PLACES 
OF EMPLOYMENT 
Number of work Qlaces Total Number Total % 
Single work place (Community 38 90.476% 
college) 
Two work places (Community 4 9.524% 
college and elsewhere) 
Totals 42 100% 
116 
TABLE XII 
RESPONDENTS' EDUCATIONAL BACKGROUND 
Educational background 
BA 
BA with other qualification 
BA with Ed. certificate & 
other qualification 
BA with TESL certificate & 
other qualification 
BA with TESL certificate 
MA 
MA with Ed. certificate 
MA with TESL certificate 
MA TESOL 
MA TESOL with second MA 
Ph.D 































OVERSEAS EXPERIENCE AS IT RELATED TO FLUENCY IN 
ANOTHER LANGUAGE 
Overseas Other language fluency Totals 
e29;2erience Fluent Not fluent % & (number~ 
No Experience 45.238% 19.047% 64.285% ( 27) 
Experience 21. 429% 14.286% 35.715% (15) 
Totals 66.667% 33.333% 100% (42) 
% and (number) { 2 8) {14) 
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TABLE XIV 
THE TYPES OF STUDENTS TAUGHT BY THE RESPONDENTS 




Non-Native Resident and Inter-
national Students 
International students and Im-
migrant/Refugees 
Non-native residents and Immi-
grant/Refugees 
Non-native residents, interna-
tional students, and non-native 
refugees 
Totals 



























Citizen of the World 
Mainstream American and Citizen 
of the World 
Bicultural and Citizen of the 
World 
Mainstream American, Bicultural 
and Citizen of the World 
Other 
No Answer 













VISIBLE MINORITY MEMBERSHIP IN RELATION TO THE QUESTION, 
"DO YOU FEEL THAT BEING A VISIBLE MINORITY MEMBER 
EFFECTS THE WAY YOU APPROACH THE SUBJECT OF 










% & (number) 
100% ( 5) 
Note: The above percentages reflect the totals for the 
11.9 percent of the total number of respondents (5 out of 
42) who claimed visible minority status in the study. 
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TABLE XVII 
THE NATURE OF THE INTERCULTURAL COMMUNICATION STUDY 
UNDERTAKEN BY THE RESPONDENTS 
Respondents' intercultural 
communication study Total number 
University course work 15 
Workshop 5 
Personal study 1 
University course work and 0 
workshop 
Workshop and personal study 1 
University course work and 3 
personal study 
University course work, 12 
workshop, and personal study 
No intercultural corornuni- 5 














INTERCULTURAL COMMUNICATION THEORY AND PRACTICE EXPOSURE 
IN RELATION TO THE QUESTION, "DO YOU FEEL THAT 
SPECIFIC COURSE WORK IN INTERCULTURAL 
COMMUNICATION (IC) THEORY AND 




PRACTICE HAS HELPED YOU 
BECOME A BETTER 
TEACHER?" 
"Has it helped you become 




% and (number) 
100% (37) 
Note: The above percentages reflect the totals for the 
88.1 percent of the total number of respondents for the 
study (37 out of 42) who claimed that they had been 
exposed in some way to intercultural communication theory 
and practice. 
APPENDIX F 
KRUSKAL-WALLIS TEST RESULTS FOR RESEARCH QUESTIONS 1-4 
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APPENDIX F 
Kind of ESL Taught 
The following tables contain the Kruskal-Wallis test 
results concerning the demographic variable "Kind of ESL 
Taught." All probability values for the tables assume 
chi-square distribution with 4 as the degree of freedom. 
TABLE XIX 
KRUSKAL-WALLIS TEST RESULTS AND PROBABILITY VALUE 
CONCERNING THE RELATIONSHIP OF THE VAR-
IABLES "BEING AN EXAMPLE" AND 













Kruskal-Wallis test statistic: 5.292 








KRUSKAL-WALLIS TEST RESULTS AND PROBABILITY VALUE CONCERN-
ING THE RELATIONSHIP OF THE VARIABLES "EXPLAINING 





















KRUSKAL-WALLIS TEST RESULTS AND PROBABILITY VALUE CONCERN-
ING THE RELATIONSHIP OF THE VARIABLES "EXPLAINING 
AMERICAN CULTURE" AND "KIND OF ESL TAUGHT" 
(continued) 
Kruskal-Wallis test statistic: 1.038 
Probability value: 0.904 
TABLE XXI 
KRUSKAL-WALLIS TEST RESULTS AND PROBABILITY VALUE CONCERN-
ING THE RELATIONSHIP OF THE VARIABLES "TEACHING 













Kruskal-Wallis test statistic: 3.838 








KRUSKAL-WALLIS TEST RESULTS AND PROBABILITY CONCERNING THE 
RELATIONSHIP OF THE VARIABLES "LISTENING AND 













Kruskal-Wallis test statistic: 2.340 









The following tables contain the Kruskal-Wallis test 
results concerning the demographic variable "Overseas 
Experience." All probability values for the table assume 
chi-square distribution with 1 as the degree of freedom. 
TABLE XXIII 
KRUSKAL-WALLIS TEST RESULTS AND PROBABILITY VALUE 
CONCERNING THE RELATIONSHIP OF THE VAR-
IABLES "BEING AN EXAMPLE" AND 
"OVERSEAS EXPERIENCE 
Groups 





Kruskal-Wallis test statistic: 175.000 





KRUSKAL-WALLIS TEST RESULTS AND PROBABILITY VALUE 
CONCERNING THE RELATIONSHIP OF THE VARIABLES 
"EXPLAINING AMERICAN CULTURE" AND 
"OVERSEAS EXPERIENCE" 
Groups 





Kruskal-Wallis test statistic: 196.000 






KRUSKAL-WALLIS TEST RESULTS AND PROBABILITY VALUE CONCERN-
ING THE RELATIONSHIP OF THE VARIABLES "TEACHING 
INTERCULTURALLY" AND "OVERSEAS EXPERIENCE" 
Groups 





Kruskal-Wallis test statistic: 189.000 





KRUSKAL-WALLIS TEST RESULTS AND PROBABILITY VALUE CONCERN-
ING THE RELATIONSHIP OF THE VARIABLES "LISTENING AND 
HELPING" AND "OVERSEAS EXPERIENCE" 
Groups 





Kruskal-Wallis test statistic: 197.500 





The following tables contain the Kruskal-Wallis test 
results concerning the demographic variable "Cultural 
Self-Characterization." All probability values for the 




KRUSKAL-WALLIS TEST RESULTS AND PROBABILITY VALUE 
CONCERNING THE RELATIONSHIP OF THE VARIABLES 
"BEING AN EXAMPLE" AND "CULTURAL 
SELF-CHARACTERIZATION" 
Grou2s Count 
Mainstream American 11 
Bicultural 5 
Citizen of the World 18 
Mainstream American/Citizen 
of the World 1 
Bicultural/Citizen of the World 2 
Mainstream American/Bicultural/ 
Citizen of the World 1 
Other 2 
Kruskal-Wallis test statistic: 4.714 










KRUSKAL-WALLIS TEST RESULTS AND PROBABILITY VALUE 
CONCERNING THE RELATIONSHIP OF THE VARIABLES 
"EXPLAINING AMERICAN CULTURE" AND 11 CUL-
URAL SELF-CHARACTERIZATION" 
Grou12s Count 
Mainstream American 11 
Bicultural 5 
Citizen of the World 18 
Mainstream American/Citizen 
of the World 1 
Bicultural/Citizen of the World 2 
Mainstream American/Bicultural/ 
Citizen of the World 1 
Other 2 
Kruskal-Wallis test statistic: 9.096 











KRUSKAL-WALLIS TEST RESULTS AND PROBABILITY VALUE 
CONCERNING THE RELATIONSHIP OF THE VARIABLES 
"TEACHING INTERCULTURALLY" AND "CUL-
URAL SELF-CHARACTERIZATION" 
Grou12s Count 
Mainstream American 11 
Bicultural 5 
Citizen of the World 18 
Mainstream American/Citizen 
of the World 1 
Bicultural/Citizen of the World 2 
Mainstream American/Bicultural/ 
Citizen of the World 1 
Other 2 
Kruskal-Wallis test statistic: 6.524 










KRUSKAL-WALLIS TEST RESULTS AND PROBABILITY VALUE 
CONCERNING THE RELATIONSHIP OF THE VARIABLES 
"LISTENING AND HELPING" AND "CULTURAL 
SELF-CHARACTERIZATION" 
Grou12s Count 
Mainstream American 11 
Bicultural 5 
Citizen of the World 18 
Mainstream American/Citizen 
of the World 1 
Bicultural/Citizen of the World 2 
Mainstream American/Bicultural/ 
Citizen of the World 1 
Other 2 
Kruskal-Wallis test statistic: 3.031 










Intercultural Communication Theory and Practice Exposure 
The following tables contain the Kruskal-Wallis test 
results concerning the demographic variable "Intercultural 
theory and practice exposure." All probability values 
assumed chi-square distribution with 1 as the degree of 
freedom. 
TABLE XXXI 
KRUSKAL-WALLIS TEST RESULTS AND PROBABILITY VALUE 
CONCERNING THE RELATIONSHIP OF THE VARIABLES 
"BEING AN EXAMPLE" AND "INTERCULTURAL 








Kruskal-Wallis test statistic: 80.000 





KRUSKAL-WALLIS TEST RESULTS AND PROBABILITY VALUE 
CONCERNING THE RELATIONSHIP OF THE VARIABLES 
"EXPLAINING AMERICAN CULTURE" AND "INTER-








Kruskal-Wallis test statistic: 131.000 





KRUSKAL-WALLIS TEST RESULTS AND PROBABILITY VALUE 
CONCERNING THE RELATIONSHIP OF THE VARIABLES 
"TEACHING INTERCULTURALLY" AND "INTERCUL-
TURAL COMMUNICATION THEORY AND 
PRACTICE EXPOSURE" 
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Kruskal-Wallis test statistic: 99.500 




KRUSKAL-WALLIS TEST RESULTS AND PROBABILITY VALUE 
CONCERNING THE RELATIONSHIP OF THE VARIABLES 
"LISTENING AND HELPING" AND "INTERCUL-








Kruskal-Wallis test statistic: 98.000 





CULTURAL SELF-CHARACTERIZATION IN_ RELATION TO 




CULTURAL SELF-CHARACTERIZATION AS IT RELATED TO 
OVERSEAS EXPERIENCE 
Cultural self- Overseas experience Totals 
131 
characterization Yes __NQ_ % & {numberl 
Mainstream American 16.666% 9.524% 26.190% {11} 
Bicultural 4.762% 7.143% 11.905% ( 5} 
Citizen of the 30.952% 11.905% 42.857% {18) 
World 
Mainstream American 0% 2.381% 2.381% { 1) 
and Citizen of the 
World 
Bicultural and Cit- 4.762% 0% 4.762% ( 2) 
izen of the World 
Mainstream American, 2.381% 0% 2.381% { 1) 
Bicultural, and 
Citizen of the 
World 
Other 2.381% 2.381% 4.762% ( 2) 
No Answer 2.381% 2.381% 4.762% { 2) 
Totals 64.285% 35.715% 100% (42) 
% and (number) (27) {15) 
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TABLE XXXVI 
CULTURAL SELF-CHARACTERIZATION AS IT RELATED TO FLUENCY 
IN ANOTHER LANGUAGE 
Cultural self- Other language fluency Totals 
characterization Yes J:IQ_ % & {number} 
Mainstream Ameri- 23.809% 2.381% 26.190% (11) 
can 
Bi cultural 4.762% 7.143% 11.905% ( 5) 
Citizen of the 28.571% 14.286% 42.857% (18) 
World 
Mainstream Ameri- 0% 2.381% 2.381% ( 1) 
can and Citizen 
of the World 
Bicultural and 2.381% 2.381% 4.762% ( 2) 
Citizen of the 
World 
Mainstream Ameri- 0% 2.381% 2.381% ( 1) 
can, Bicultural, 
and Citizen of 
the World 
Other 4.762% 0% 4.762% ( 2) 
No Answer 2.381% 2.381% 4.762% ( 2) 
Totals 66.667% 33.333% 100% (42} 
% and (number) {28) (14) 
APPENDIX H 




The following is of the elements of culture identi-














Survival skills (i.e. taking the bus, going to the 
bank, emergencies) . 
Basic information about Canada (topically organized). 
Language use (appropriate level, register, and word 
use for a given situation) . 
Gestures and body language. 
Fitting into the system and using it (concerning 
health, government, employment). 
Attitudes (toward women, the law, working, etc.). 
Understanding societal values (of time, of the in-
dividual, etc.). 
Assumptions that underlie Canadian social systems. 
Styles, options, range of ways to live. 
Kinds of music, popular sports, entertainment and 
recreation. 
(p. 144) 
